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ABSTRACT
THE EFFECTS OF INCREASED RACIAL ISOLATION ON 5TH GRADE
STUDENTS' ACHIEVEMENT AND BEHAVIOR
Peter J. Smith
University of Nebraska
Advisor: Dr. John W. Hill
Achievement,

attendance, and behavior data of African

American, Hispanic American, and Caucasian students from
racially segregated and racially integrated settings were
analyzed to determine the effect of racial isolation on
achievement,

attendance, and behavior of each

racial group.

Achievement,

attendance, and behavior data of

randomly

selected students from each racial group were analyzed (N =
120). African American students from segregated schools (n
= 20) and from integrated schools (n = 20); Hispanic
American students from segregated schools (n = 20) and from
integrated schools (n = 20); and Caucasian students from
segregated schools (n = 20) and from integrated schools (n
= 20) were randomly identified. As reflected by subject
test scores, achievement of students from segregated
schools was not significantly different from the
achievement of students form integrated schools. As
reflected by number of days absent compared to 12 days,
attendance of students from segregated schools was not
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significantly different from attendance of students from
integrated schools. As reflected by the number of student
code of conduct discipline infractions, behavior of
students from segregated schools was not significantly
different from the behavior of students from integrated
schools. The study's results should encourage district
officials to look at those factors that have a positive
impact on student achievement, attendance, and behavior
regardless of the level of racial isolation.
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CHAPTER ONE
INTRODUCTION
Omaha, Nebraska, and the school districts that make up
the Omaha metropolitan area are at a crossroads. They are
considering what schools students should attend and what
the racial characteristics will be of the local districts
and schools involved. Will Omaha be a model for other urban
areas to emulate? Or will Omaha resemble a host of urban
areas that are drifting toward increased racial
resegregation? Will Omaha be the next Hartford,
Connecticut, where 93% of the public school children are
Latino or African American, while just a six-minute drive
away are wealthy, nearly all-white, high-achieving suburban
districts? Or perhaps Omaha will be like Norfolk, Virginia.
There, following the court's permission to dismantle its
desegregation plan, almost 100% of the students in the
resegregated schools are African American, even though only
60% of the Norfolk students are non-white (Orfield & Eaton,
1996) .
Perhaps Omaha will work to be more like Albuquerque,
New Mexico. "Metropolitan Albuquerque, by contrast, is
highly unified. Metro Albuquerque has, in effect, one
dominant city government and one unified, metro wide school
system" (Rusk & Mosley, 1994, p. 1). Or will Seattle be the
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model Omaha embraces? Raj Manhas, the superintendent of the
46,000 student district believes that diversity is a
critical component in a city that has segregated housing
patterns and that race-conscious policies may be needed in
schools for at least another generation (Trotter, 2006).
Most Americans believe that the extremes of racial
isolation that existed about 40 years ago and that were
viewed as issues of national significance have disappeared
over the last several decades. Kozol (2005b) argues that
just the opposite is happening.
The truth, unhappily, is that the trend, for well over
a decade now, has been precisely the reverse. Schools
that were already deeply segregated 25 or 30 years
ago, like most of the schools I visit in the Bronx,
are no less segregated now, while thousands of other
schools that had been integrated either voluntarily or
by the force of law have since been rapidly
resegregating both in northern districts and in broad
expanses of the South, (p. 265)
Purpose of the Study
The purpose of this study was to determine the
achievement, attendance, and behavior of students attending
racially identifiable schools, considered segregated for
this study, with same race high African American, Hispanic
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American, and Caucasian enrollment compared to students
attending racially identifiable schools, considered
integrated for this study, with same race low African
American, Hispanic American, and Caucasian enrollment.
The study analyzed achievement, attendance, and
student behavior data of randomly selected 5th-grade
students attending racially identifiable segregated schools
with same race high African American, Hispanic American,
and Caucasian enrollment and randomly selected 5th-grade
students attending racially identifiable integrated schools
with same race low African American, Hispanic American, and
Caucasian enrollment. Those schools that were racially
identifiable with same race low identifiably were those
that were just above the district average for that racial
group and therefore were considered schools with a racially
integrated program.
Literature Related to the Study Purpose
One of the most perplexing problems facing public
education today is the continued disparity between the
performance of African American and Hispanic students and
Caucasian and Asian American students (Evans, 2005). Even
though there was improvement in minority students'
achievement in the 1970s and 1980s, the gap in minority
student performance widened again in the 1990s, and remains
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wide today (Black, 2004). While nationally 24% of Caucasian
4th grade students scored below basic on the National
Assessment of Educational Progress (NAEP) reading
assessment in 2005, 58% of Black and 54% of Hispanic
students scored below basic. At grade 8, 18% of White
students were below basic in reading, but 48% of Black and
44% of Hispanic students were below basic. The disparity
for minority students showed in writing and math as well
(U.S. Department of Education, 2005). As increasing numbers
of white children are being educated in suburban, highquality schools, African-American and Hispanic students
continue to receive lower quality instruction in
increasingly racially isolated schools with ongoing
problems (Anyon, 1997; Darden, 2003; Kozal, 1995; Kozal,
2005a).
The ongoing achievement gap between white and minority
students continues to be a struggle, and the increase of
high-minority schools exacerbates the problem. Federal and
state accountability measures, which disaggregate
achievement data by race as well as by other
characteristics, may be superficial at best in determining
the impact of a racially segregated educational experience
(Dillon, 2005; Frankenberg, Lee, & Orfield, 2003).
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5
This situation has become even more of an issue in
Nebraska. On April 6, 2006, Governor Dave Heineman signed
in Nebraska Law LB 1024. One of the provisions of LB 1024
calls for the break-up of Omaha Public Schools, the largest
and only Class V school district in the state of Nebraska.
That portion of Nebraska Law LB 1024 calling for the break
up of the Omaha Public Schools reads:
On or before July 1, 2007, each learning community
coordinating council shall submit a plan to the state
committee to divide any Class V school districts in
the learning community into new Class V school
district organized around the attendance areas of
existing high school buildings which are not currently
used exclusively for specialized programs, with two or
three such high school buildings in each new Class V
school district. Such new Class V school districts
shall consist of school buildings having attendance
areas which are contiguous.

(LB 1024, p. 50)

The result of this amendment would cause the Omaha Public
Schools to be split into three racially identifiable
districts (Saunders, 2006). Senator Patrick J. Bourne,
Nebraska State Legislator, District 8, argued that this
amendment would not only cause increased racial segregation
in Omaha, it would also undermine current integration
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attempts in the Omaha Public Schools (OPS) and would
prohibit those tools that are used throughout the country
to intentionally decrease racial segregation (Bourne,
2006).
This amendment reflects what has been happening
nationally. Since 1986 there has been a steady trend toward
resegregation. Outcomes of court cases across the country
are ending desegregation plans and are forbidding the use
of race in student assignment plans (Frankenberg & Lee,
2002). Judicial indifference, beginning with the United
States Supreme Court, also proves that racial desegregation
is no longer a national priority and state and local
education agencies are no longer adopting proactive stances
related to the implementation of Brown v. Board of
Education (1954) (Russo, 2004). Supreme Court Justice
Clarence Thomas has found grounds to attack Brown v. Board
of Education (1954), showing that even the make-up of the
Supreme Court provides additional support for the reverse
of the import of Brown v. Board of Education (1954)
(Gooden, 2004; Ogletree, 2004).
With the resegregation decisions of the 1990s, the
Supreme Court exhumed some of Plessy's basic
assumptions. The Supreme Court has, once again,
authorized lower courts to send minority children to
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segregated schools without any assurance that the
school will be genuinely equal. (Orfield & Eaton,
1996, p. 27)
The change in desegregation plans, changes in the
racial composition of communities and school-aged
population, along with increased enrollment in private
schools in some places have all lead to resegregation of
public education (Frankenberg, Lee, & Orfield, 2003).
This pattern of resegregation is true for Hispanic
American students as well as for African American students
(Frankenberg & Lee, 2002). Contemporary data show that
Hispanic American students are both educationally
disadvantaged and segregated, with continued high dropout
rates and low achievement (Contreras & Valverde, 1994).
The history of the isolation of students of color is
different for African American and Hispanic American
students. African American students can trace the roots of
their segregation to the days of slavery. Even with the
passage of the Thirteenth Amendment, which barred the
holding of slaves, African Americans had no more political
rights than a slave. Southern states systematically
deprived African Americans of any political voice, and
built up a system of racial segregation in all public
facilities (Thernstrom & Thernstrom, 2003). The segregation
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practices of the United States were recognized throughout
the world. By the early twentieth century blacks and whites
were as separated by law in the South as they would have
been under apartheid in South Africa. South African whites
used what they saw happening in the United States as a
model to establish their own segregation plan (Thernstrom &
Thernstrom, 2003).
Unlike African Americans, who trace their segregated
experiences back to the days of slavery, the experiences of
Hispanic Americans more closely resemble those of Italian
immigrants who came to the United States nearly a century
ago. Performance of Hispanic American students is rooted in
their immigration background, in their movement back and
forth across the border, and in the characteristics of the
families who chose to migrate. Commenting on Latino
economic and educational progress, Thernstrom and
Thernstrom (2003) state:
As with the Italians many decades earlier, however,
time has had a salutary effect. In recent years,
Hispanics have made far more educational progress than
is usually assumed. At present, they are moving ahead
at roughly the Italian pace in the second quarter of
the twentieth century, although the Latino-white gap
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will be eliminated only if this process continues for
decades to come. (p. 101-102)
The Hispanic population continues to grow regionally
as well as nationally. Hispanic American students' exposure
to white students is lowest in the West and in Texas
because of the large percentage of Hispanic students in
those areas. There are also many northern districts with
Hispanic isolation, especially in the larger school
districts (Thernstrom & Thernstrom, 2003). Nationally, from
1990 to 2000, the Hispanic population increased by 57.9%
compared to a 13.2% increase for the total United States
population (U.S. Census Bureau, 2000). In Nebraska the
Hispanic population more than doubled, from 2.3% to 5.5% of
the state's population during that same period (U.S. Census
Bureau, 2000). In the Omaha Public Schools the Hispanic
population increased from 4.0% to 17.8% of the total
student population during that same time (Omaha Public
Schools, 1991; School District of Omaha, 2001).
The racial composition of districts in the Omaha
metropolitan area resemble situations that have been
addressed in what Armor (1995) calls "metropolitan
lawsuits", in which there is a central city with a large
number of minority students surrounded by practically all
white suburban districts. However, the schools in Omaha are
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different from many other large urban school districts.
Many large urban districts often have substandard
facilities, where resources are not equally distributed,
and where teacher expertise, experience, and education are
lacking (Anyon, 1997; Kozal, 2005a).
The Omaha Public Schools does not fit this pattern in
that the district has qualified teachers and quality up-todate facilities. Nebraska state accreditation requires at
least 80% of the secondary teachers be endorsed in the
subject they teach. The percentage of classes taught by
teachers endorsed in that subject in the Omaha Public
Schools is 94.6%, slightly higher than the state average
(Nebraska Department of Education, 2005).
The Omaha Public Schools is also unique because of the
quality of the facilities found in the district. The Omaha
Public Schools' 1999 Facilities Bond Program, with a
contract budget of $262,685,588, was responsible for
building three new elementary schools, one new middle
school, renovation and additions to 21 elementary, middle,
and high schools (Omaha Public Schools, 2005b).

This

raises the question whether racial isolation in this
district would have the same negative impact it may have on
other urban districts of similar size.
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It has been argued that racial isolation brought about
by the resegregation of schools can have a positive effect
if there is an effort to focus on fighting for equal
opportunity through state funding and the development of
quality educational systems. Policymakers should concern
themselves with improving education in areas that have
become more segregated or were never really desegregated
(Gooden, 2004; Orfield, 1997). Nebraska State Senator Ernie
Chambers agreed. In an online News Hour report originally
aired May 31, 2006, Senator Chambers stated that "Whenever
you give adults, parents, members of the community a stake
in the education of the children who represent the future,
they take an interest, they participate in making sure that
the school do as they should" (Chambers, 2006, para. 30).
Importance of the Study
While it is accepted that school segregation
sanctioned by law is bad, there is considerable
disagreement over whether purposeful desegregation
practices have been good (Armor, 1995). Thernstrom and
Thernstrom (1997) believe that race-conscious policies can
be detrimental and, rather than help, may actually increase
race-consciousness, and actually "carry American society
backward" (p. 539). Also, school segregation is a small
part of the individual and institutional discrimination
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that takes place in the United States (Feagin, 1980;
Raffel, 1998). The criteria used to determine whether or
not desegregation works depends on how the impacts of
desegregation are judged. Whether the goal of desegregation
is changing racial attitudes, more opportunities in later
life, a more democratic America, or high academic
achievement is of considerable importance (Raffel, 1998).
This study focused on academic achievement as well as the
behavior of students in schools which would be classified
as racially segregated.
All schools with minority populations above the
research school district average in Omaha can be classified
as racially identifiable. When the racial identifiability
is low, the schools offer an integrated educational
experience for the race group under consideration. When the
racial identifiability is high, the schools offer a
segregated educational experience for the race under
consideration.

Within that group of Omaha schools, no

research has been conducted showing the relationship
between increased rates of minority enrollment and student
achievement and behavior data. This research determined if
same race high enrollment minority group students were at
an advantage or disadvantage over same race low enrollment
minority group students. The results of this research will
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contribute to the discussion and implications of developing
smaller districts in the metropolitan area with same race
characteristics.
Segregation of students is not always an issue of
race. Students may attend single-sex schools or classrooms
or exclusive high-cost private schools. "Single-sex
schooling is seen as one possible vehicle for improving the
education of girls and boys, although of course not all
single-sex schooling experiments are driven by gender
equity" (Datnow, & Hubbard, 2005, p. 197). Students may
also be segregated within the school due to non-race
factors. Students are grouped by ability, special education
needs, and language acquisition in some cases. "Proposals
for school choice, charter schools, and magnet schools
often promote segregation in a variety of ways, targeting
students based on academic or vocational ability, aptitude,
or aspiration; gender; and even race" (Wraga, 2006).
Students may find themselves segregated by age, gender, and
even socio-economic status.
Those efforts intended to target instruction to
students of different abilities and learning modalities
have sometimes been used to isolate African American and
Hispanic American students (Weiner & Oakes, 2005). In
theory, tracking is designed to enhance the learning of
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students through targeted instruction and focus course
content based on the students' prior knowledge and ability.
However, there is no consistent evidence that tracking is
the best way to maximize opportunities for the majority of
students. Actually, there is evidence to suggest that
tracking may hinder many students' opportunities to learn
(Mickelson, 2005). Race is only one way in which students
may be segregated and will be the focus of this study.
Research Questions
The research questions were used to analyze the
outcomes for students attending racially identifiable
schools with same race high African American, Hispanic
American, and Caucasian enrollment, considered for the
purposes of this study to be segregated schools, compared
to students attending racially identifiable schools with
same race low African American, Hispanic American, and
Caucasian enrollment, considered for the purposes of this
study to be integrated schools.
The following research questions were used to analyze
student achievement in racially identifiable schools with
same race enrollment. Overarching Achievement Research
Question #1. Did 5th-grade African American and Hispanic
American and Caucasian students who were in the racially
identifiable schools with same race high African American
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and high Hispanic American and high Caucasian enrollment
have consistent reading total, math total, and language
total Norm Reference Test (NRT) Normal Curve Equivalent
(NCE) scores? Overarching Achievement Research Question #2.
Did 5th-grade African American and Hispanic American and
Caucasian students who were in the racially identifiable
schools with same race low African American and low
Hispanic American and low Caucasian enrollment have
consistent reading total, math total, and language total
Norm Reference Test (NRT) Normal Curve Equivalent (NCE)
scores? Overarching Achievement Research Question #3: Did
5th-grade students attending racially identifiable schools
with same race high African American enrollment have
congruent or different 5th-grade California Achievement NCE
scores for (a) reading total, (b) math total, and (c)
language total subtests compared to 5th-grade students
attending racially identifiable schools with same race low
African American enrollment? Overarching Achievement
Research Question #4: Did 5th-grade students attending
racially identifiable schools with same race high Hispanic
American enrollment have congruent or different 5th-grade
California Achievement NCE scores for (a) reading total,
(b) math total, and (c) language total subtests compared to
5th-grade students attending racially identifiable schools
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with same race low Hispanic American enrollment?
Overarching Achievement Research Question #5: Did 5th-grade
students attending racially identifiable schools with same
race high Caucasian enrollment have congruent or different
5th-grade California Achievement NCE scores for (a) reading
total, (b) math total, and (c) language total subtests
compared to 5th-grade students attending racially
identifiable schools with same race low Caucasian
enrollment?
The following research questions were used to analyze
student attendance and behavior in racially identifiable
schools with the same race enrollment. Overarching Student
Attendance Research Question #6: Did 5th-grade students
attending racially identifiable schools with same race high
African American, Hispanic American, and Caucasian
enrollment have different number of days absent compared to
5th-grade students attending racially identifiable schools
with same race low African American, Hispanic American, and
Caucasian enrollment? Overarching Student Behavior Research
Question #7: Did 5th-grade students attending racially
identifiable schools with same race high African American,
Hispanic American, and Caucasian enrollment have different
number of reported student disciplinary infractions
compared to 5th-grade students attending racially
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identifiable schools with same race low African American,
Hispanic American, and Caucasian enrollment?
Assumptions
This study had several strong features. Achievement
gaps between white and non-white students are often linked
to availability of resources, facilities, and teacher
qualifications (Anyon, 1997; Kozol, 1995; Kozol, 2005a).
Facilities in the Omaha Public Schools are up-to-date and
well-equipped, thanks to the bond issue passed in 1999
which provided over 250 million dollars to be spent
building new facilities and renovating existing buildings
(Omaha Public Schools, 2005b). Teachers in the Omaha Public
schools are highly qualified and teaching in their endorsed
subjects (Nebraska Department of Education, 2005). These
factors make the focus on racial isolation unique to the
Omaha Public Schools, and the information gained will be of
value to educators and political leaders in this area. It
is further assumed that schools identified to be included
in this study were not identified as those in need of
improvement based on No Child Left Behind (NCLB) criteria.
Limitations of the Study
There has been considerable research on the variety
of racial factors that impact student achievement (Coleman
et al., 1966; Deutsch, Katz, & Jensen, 1968; Rothstein,
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2004). This study was limited to the effect of same race
placement in segregated and integrated schools on student
achievement, attendance, and behavior dependent measures
and not a comparison across race of these dependent
variables. Those factors affecting student achievement from
family and other outside-of-school conditions were not
considered.
Delimitations of the Study
This study was delimited to 5th grade students
attending selected Omaha Public Schools during the 20052006 school year. Achievement data consisted of
standardized tests only and did not include criterion
referenced assessments, report card grades, or students'
participation in non-academic activities.
Definition of Terms
California Achievement Test (CAT), Fifth Edition. The
California Achievement Test (CAT), 5th Edition, is a
nationally recognized norm referenced test "designed to
measure basic skills taught in school throughout the
nation" (Murphy, Plake, Impara, & Spies, 2002, p. 101).
Compensatory education. Compensatory education is a
term used to describe programs initiated to reverse the
decline of urban education and to compensate for inadequate

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

19
educational background of students brought about by social
problems and economics (Raffel, 1998; Ravitch, 1983).
Contact-hypothesis. Braddock (1980) defines contacthypothesis as the belief that exposure to interracial
contact under certain conditions produces generally
positive changes in intergroup attitudes and interaction
patterns. The conditions necessary for positive change
include equal status, shared common goals, the ability to
interact cooperatively, and environmental support.
De Facto segregation. De facto segregation is defined
as racial segregation resulting from conditions other than
governmental action. This segregation may be the result of
of private individuals or unknown forces, and is generally
the result of housing patterns, population movements, and
economic conditions. This segregation is often reinforced
by governmental policies that are not aimed at segregation
but having that effect (Raffel, 1998).
De Jure segregation. De jure segregation is the result
of governmental action or law, and should be distinguished
from de facto school segregation, segregation resulting
from the private actions of individuals rather than stateimposed segregation. The U.S. Supreme Court has ruled that
de jure school segregation should be remedied, while de
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facto segregation does not have to be altered (Raffel,
1998).
Desegregation. Desegregation is the removal of
systemic barriers such as laws, customs, or practice that
separate, seclude, or isolate a group of persons from the
general mass on the basis of race or other factors. In
school desegregation, it includes the removal of barriers
to the attendance of children of all racial-ethnic groups
in the same schools (Raffel, 1998).
Harm and benefit thesis. The harm and benefit thesis
contains two components. The first component holds that
segregated schools harm the education and academic
achievement of minority children by reinforcing negative
racial stereotypes and damaging personal self-esteem. The
second component is a corollary to the first, implying that
desegregation benefits the self-esteem, academic
achievement, and long term educational and occupational
outcomes for minority children while improving race
relations for everyone (Armor, 1995).
Integration. Integration is a qualitative concept
based on the goal of social integration as opposed to a
quantitative concept of physical inclusion. Integration in
a school or school district implies mutual respect and
equal dignity across the races in attendance and the school
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atmosphere is one of acceptance and encouragement of
distinctive cultural patterns (Raffel, 1998).
Index of dissimilarity. The index of dissimilarity
includes the "fraction of residents who would have to be
reassigned to achieve perfect integration" (Orfield &
Eaton, 1996, p. 181).
Index of exposure. The index of exposure is a
standardized measure of segregation or desegregation and
measures the interracial contact across all the schools of
a district. And is the average percent of Caucasian
students attending a school which is attended by the
typical minority student.
The upper limit of the exposure index for a minority
group is the percentage of whites in a school system,
which is attained when all schools have the same
racial composition, and its lower limit is zero, when
there are no white students in schools attended by
minority students. (Armor, 1995, p. 164)
Metropolitan case. A metropolitan case related to
desegregation is one where responsibility and solutions
encompasses a group of adjacent but separate school
districts, usually those suburban school districts
surrounding a central city school district (Armor, 1995).
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Norm-referenced test (NRT). "In contrast to criterionreferenced tests, there are norm referenced-tests, such as
standardized achievement tests, which are constructed to
differentiate between students and to relate student
performance to that of a normal sample" (Slavin, 2007,
p.100).
Normal Curve Equivalence (NCE) score. A normal curve
equivalent score is "a type of standard score with a
distribution that has a mean of 50 and a standard deviation
of 21.06; the scores are continuous and have equality of
units" (Gall, Gall, & Borg, 2003, p.630).
Perpetuation theory. Perpetuation theory suggests that
segregation practices continue throughout life unless
individuals have had sustained experiences in integrated
settings earlier in life (Wells & Crain, 1994).
Racial balance. Racial balance is a goal of school
desegregation and seeks to have the percentage of minority
pupils at each school approximately equal to the
percentages in the school district or other defined area.
In a racially balanced district, each school represents the
racial composition of the entire school district within a
certain percentage spread (Raffel, 1998).
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For this study, a school within 15 percentage points
of the district's racial composition will be considered
racially balanced.
Racial imbalance. "Racial imbalance exists when the
percentage of races across a number of school varies
greatly form the percentage in the general student
population of the school district. It is the absence of
racial balance" (Raffel, 1998, p. 208). For this study, a
school having a racial composition greater than 15
percentage points of the district's racial composition will
be considered racially imbalanced.
Racially identifiable. A school with a minority
population higher than the district average for that
minority group.
Reciprocity. Lee (2004) defines reciprocity as "the
extent to which different racial and ethnic groups share
common learning experiences and benefit each other with
shred knowledge and skills" (p. 63).
Same race high enrollment. A school with African
American enrollment greater than 80%, a school with
Hispanic American enrollment greater than 70%, or a school
with Caucasian enrollment greater than 70% will be
considered same race high enrollment or segregated.
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Same race low enrollment. A school with African
American enrollment from 31% to 45%, a school with Hispanic
American enrollment from 26% to 40%, or a school with
Caucasian enrollment from 43% to 55% will be considered
same race low enrollment or integrated.
Tracking. Tracking refers to "second-generation
discrimination in response to court-ordered school
desegregation." This concept is perceived by plaintiffs in
desegregation litigation to subvert "between-school
desegregation by separating students within the school
site" (Weiner & Oakes, 2005, p. 78).
Unitary. "A unitary district is assumed to be one that
has repaired the damage caused by generations of
segregation and overt discrimination" (Orfield & Eaton,
1996, p. 3).
White flight. "The term White flight will be applied
to any loss of White students from a desegregating school
district — whether by residential relocation, transferring
to private schools, or residential avoidance — that can be
reasonably attributed desegregation itself" (Armor, 1980,
p. 188) .
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CHAPTER TWO
REVIEW OF THE LITERATURE
This literature review analyzed segregation,
desegregation, and resegregation of minority and majority
students nationally and locally and the impact of racial
isolation on student achievement. The main areas of
literature reviewed were: (1) the historical perspective of
racial segregation; (2) the local policies and practices
affecting racial segregation; and (3) the relationship
between racial isolation and student success.
Historical Perspective of Racial Segregation
This study was concerned with the racial isolation and
related achievement, attendance, and behavior of African
American and Hispanic American as well as Caucasian
students. The history and implication of racial isolation
of minority students are different for African American
students from Hispanic American students.
Racial Segregation and African American Students
Prior to 1954, the year the United States Supreme
Court decided the Brown v. Board of Education (1954),
segregation was the law of the land. Segregation was
institutionalized, not only in education, but in all facets
of society. State and local laws segregated the races in
schools, hospitals, transportation, hotels, theaters, and
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in most public and private facilities (Larson & Ovando,
2001; Raffel, 1998; Ravitch, 1983).
The recognized segregation of African Americans prior
to Brown v. Board of Education (1954) was referred to as
"Jim Crow" laws. The term Jim Crow comes from a minstrel
song by Thomas Dartmouth Rice, popular in the early 1800s,
denigrated blacks, like the laws named after the song. The
laws were even sanctioned by the U.S. Supreme Court in the
Plessy v. Ferguson (1896) decision (Raffel, 1998). This
landmark U.S. Supreme Court decision, in a 7 to 1 ruling,
determined that separate but equal facilities were
constitutional under the U.S. Constitution. And, although
this case was filed because of separate railway coaches and
not schools, the opinion noted that the most common
instances of segregation at that time was connected to the
establishment of separate schools for white and colored
children, and forever linked the transportation case to the
broader area of schools and education (Raffel, 1998). This
decision was the source of what became known as "separate
but equal", even though the phrase was not included in the
decision. And it "gave a green light to a flood of state
and local segregation measures that were enacted soon
after" (Thernston & Thersnson, 1997, p. 32).
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Prior to this decision, issues regarding fair
treatment referred to the Fourteenth Amendment of the
Constitution, enacted in 1898, and designed to bar state
laws that could be harmful to African Americans after the
abolition of slavery. During this time the Supreme Court
did not view state-imposed segregation in public facilities
as discrimination prohibited by the Fourteenth Amendment
(Armor, 1995). The test became whether the state-imposed
segregation in public facilities was or was not equal based
on measurable respects. "As long as the public facilities
and services were equal for all citizens, even though
separated by race, then no constitutional violation arose.
This doctrine governed segregation and discrimination law
suits for nearly fifty years" (Armor, 1995, pp. 18-19).
In 1954 Brown v. Board of Education (1954), referred
to as "Brown I", overturned the separate but equal doctrine
and, based on the equal protection clause of the U.S.
Constitution, determined that segregated schools were
"inherently unequal" and must be abolished (Armor, 1995;
Ogletree, 2004; Orfield, 1997). Thurgood Marshall, who
later became the first African American Supreme Court
Justice, argued the case before the Court, and joined other
civil rights leaders in hailing the Brown v Board of
Education (1954) decision as the Court's most significant
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opinion of the twentieth century (Ogletree, 2004). In his
analysis of the legacy of Brown v. Board of Education
(1954), Ogletree (2004) found that there were inherent
flaws in the decision, but still believed the Court sent
the country a strong message:
At the time, no one doubted the far-reaching
implication of the Court's ruling. The Brown lawyers
had apparently accomplished what politicians,
scholars, and others could not — an unparalleled
victory that would create a nation of equal justice
under the law. (p. 3)
Brown v. Board of Education (1954) ruled that the
state imposed de jure segregation was a violation of the
Fourteenth Amendment. This ruling applied to over 10
million children enrolled in single-race schools in 21
states and the District of Columbia (Thernston & Thernston,
1997).
Charles Ogletree (2004) argues that the Brown v. Board
of Education (1954) case actually consisted of five
different cases. Brown v. Board of Education (1954), an
effort to desegregate the Topeka, Kansas school system,
Briggs v. Elliot (1954), a case involving the inadequate
educational conditions for African American students in
Clarendon County, South Carolina, Davis v. County School
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Board (1952), a case in which the plaintiffs charged that
Virginia's segregated schools violated the federal
Constitution by not spending sufficient money to upgrade
the substandard black schools, Gebhart v. Belton (1952),
which argued that minority students living in a suburb of
Wilmington, Delaware had to commute 18 miles to attend a
substandard high school, and Bolling v. Sharpe (1954), a
Washington, D. C. case involving a group of parents of
black children attempting to register at an all-white
junior-high school, all contributed to the Court's decision
recognizing the negative impact of segregation on African
American children.
This court decision is referred to as Brown I and
determined that the role of public education had changed
since the time of the Plessy v. Ferguson (1896) ruling, and
recognized that school desegregation cases involved more
than the question of whether tangible factors, such as
buildings, teacher salaries, and curricula, were equal
across white and black schools, and ruled that segregated
schools were not and could never be equal (Raffel, 1998).
However, in this ruling the Court determined only that
segregated schools were not providing minority students
with equal protection of the law, and therefore requested
further arguments on how to remedy the situation. The Brown
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lawyers "wasted no time in giving the Court their view of
the urgency of ending segregation immediately" (Ogletree,
2004, p. 9).
This implementation decision, referred to as Brown II,
called for states to implement school desegregation "with
all deliberate speed" (Raffel, 1998). Ogletree argues that
the phrase "all deliberate speed" was added deliberately to
undermine the urgency the Brown lawyers had argued, and
agrees with Thurgood Marshall, lead counsel in the Brown
decision, that all deliberate speed meant slow (Ogletree,
2004).
The 1955 decision on enforcement, Brown II, ordered
desegregation with 'all deliberate speed.' The Court
did not define what either 'desegregation' or 'all
deliberate speed' meant. Brown II's ambiguity left
decisions about implementing Brown to the federal
district courts in the South, which were without clear
guidance from either the High Court of the federal
government for more than a decade. (Orfield & Eaton,
1996, p. 7)
Armor (1995) believes, rather, that the Court
intentionally remained vague. "This judicial intervention
in school governance was not envisaged by the original
Brown decision, which ended government-sanctioned
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segregation in the schools and other public institutions"
(p. 6). While the original Brown v. Board of Education
(1954) seemed to embrace race-neutral remedies, later court
decisions sanctioned race-conscious policies (Armor, 1995).
There was little action taken following the Brown v.
Board of Education (1954) decision to desegregate schools,
and it was not until the Civil Rights Act of 1964, that the
U.S. Congress took steps to end segregation and
discrimination. This law contained two titles dealing with
school. Title IV authorized the secretary of Health,
Education, and Welfare (HEW) to assist in the preparation
and implementation of school desegregation plans, and
authorized the attorney general to initiate class-action
law suits following legitimate complaints of racial
discrimination. Title VI prohibited exclusion, based on
race, color, or national origin, from any program receiving
federal funds. However, the Supreme Court continued to make
decisions only focusing on the process and not explicitly
stating how this should be done (Armor, 1995).
This lack of action was changed after the decision of
the U.S. Supreme Court in Green v. County School Board of
New Kent County (1968). This significant decision changed
the objective of integration from eliminating race-based
student assignment to creating schools that were racially
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balanced to the maximum extent possible (Armor, 1995;
Raffel, 1998). This decision indicated that neutrality was
insufficient in cases of residential de jure segregation,
and the school board had to take whatever steps were
necessary to convert to a unitary status (Raffel, 1998).
The Green v. County School Board of New Kent County (1968)
case noted that desegregation could be accomplished by
geographic zoning, but did not endorse the concept of
cross-district busing (Armor, 1995).
It was the unanimous landmark decision Swann v.
Charlotte-Mecklenburg Board of Education (1971) that
established the acceptability of busing as a school
desegregation remedy (Armor, 1995; Raffel, 1998). This case
is especially important in that the district court found
that achievement in black schools was lower than that found
in white schools, and these differences were a result of
segregation (Armor, 1995). The Supreme Court agreed to
review the lower court decision, after the Fourth Circuit
Court of Appeals reversed that part of the Swann v.
Charlotte-Mecklenburg Board of Education (1971) decision
calling for busing. The Court addressed the issues of
racial balance, one-race schools, attendance zones, and
student transportation, stating that local school
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authorities may be required to employ transportation as one
tool of desegregation (Armor, 1995).
The Court decisions up to this time dealt with
segregation in southern school districts. It was Keyes v.
Denver School District No. 1 (1973) that widened the scope
of implementation remedies to include northern and western
states. This case contained two important conditions that
had far reaching implications. One required a district to
implement a district wide desegregation plan even if the
segregation arose from de facto housing segregation, unless
the school board could prove definitively that they did not
cause it. The other important implication was the inclusion
of Hispanics in school desegregation cases. In Denver, the
Hispanic enrollment was twice that of the black enrollment,
and the Court concluded that the Hispanic students had been
discriminated against like blacks and were therefore
entitled to a similar remedy (Raffel, 1998).
The Keyes v. Denver School District No. 1 (1973)
decision was the impetus for a series of northern lawsuits
that lead to mandatory busing programs in Los Angeles and
Stockton, California; Wilmington, Delaware; Indianapolis,
Indiana; Boston and Springfield, Massachusetts; Detroit,
Michigan; Minneapolis, Minnesota; Omaha, Nebraska; and
Dayton, Columbus, and Cleveland, Ohio (Armor, 1995).
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The Keyes v. Denver School District No. 1 (1973) case
can be viewed as the high point for racial balance
remedies. "Since Keyes, the court has declined to order a
metropolitan remedy in Detroit, placed limits on the
duration of desegregation decrees (even if resegregation
occurs due to demographic changes), and given indications
that it is returning to a non-discrimination approach"
(Yudof, 1980, p. 111). This erosion of desegregation
decrees and the decline of racial integration can be
characterized by a shift to more conservative executive,
congressional, and judicial policy making, along with, "a
de-emphasis of governmental control over educational
activities and heightened desegregation controversy among,
and across, America's diverse citizenry" (Guthrie &
Springer, 2004, pp. 18-19).
Three court cases in the 1990s changed the legacy of
Brown v Board of Education (1954). In Board of Education of
Oklahoma City Public Schools v. Dowell (1991), the Court
ruled that local education agencies could be released from
busing if they complied in good faith with desegregation
regulations and extinguished all vestiges associated with
segregation. On March 31, 1992, the U.S. Supreme Court
overruled the 11th Circuit Court Freeman v. Pitts (1992)
decision, and unanimously agreed that a district cannot be
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held liable for segregation that results from private
choice. Missouri v. Jenkins (1995) was the third case
concerning unitary status. This ruling rejected the efforts
of lower courts to maintain a magnet program which put and
undue tax burden on state residents and improperly induce
local control to federal officials (Guthrie & Springer,
2004).
The argument over race and student assignment rages on
today. In December, 2006, the U.S. Supreme Court heard
arguments on the constitutionality of using race as a guide
for assigning students to public schools in two cases. In
Parents Involved in Community Schools v. Seattle School
District No. 1 (2004), the Court will review a plan that
uses race for some student assignments in its managed
choice plan. And in Meredith v. Jefferson County Board of
Education (2006), the Court will look at the
appropriateness of using race as tiebreaker for the
district's 10 high schools when they are over subscribed
(Trotter, 2006).
The impact of the termination of desegregation orders
and voluntary integration plans has been an increase in the
level of segregation for African American and Hispanic
American students. Segregation for African American, which
declined since the before Brown v. Board of Education
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(1954) era students, reached its low point in the 1960s,
and has been increasing ever since. Resegregation for both
African American and Hispanic American students has
occurred in almost every school district with enrollment
larger than 25,000 (Frankenberg & Lee, 2002).
Schools districts are continuing to move away from
race-conscious student assignment plans. Raffel's (1998)
definition of desegregation calls for:
The removal of systemic barriers such as laws,
customs, or practice that separate, seclude, or
isolate a group of persons from the general mass on
the basis of race or other factors in public
facilities, neighborhoods, organizations, or other
arenas: in school desegregation, the removal of
barriers to the attendance of children of all racialethnic groups in the same schools, (p. 81)
This definition can be problematic if it implies
simply ethnic or racial balance. If, for example, a
district is only 10% Caucasian, and each school reflects
this ratio, then the district would be considered
desegregated. This is not the standard held by the courts
or social scientists. Rather, if the definition implies the
opportunity for substantial contact between majority and
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minority students, then the district may be segregated
compared to the region as a whole (Armor, 1980).
The courts are continuing to consider the
constitutionality of using race in student assignment
plans, and there is much speculation among school law
experts about what the revised makeup of the Supreme Court
will mean for K-12 racial diversity (Trotter, 2006). This
may reflect a growing belief by some that race-based
student assignment policies are not about diversity; rather
they are examples of racial discrimination.
Racial Segregation and Hispanic American Students
The plight of Hispanic American students differs from
that of African American students in that they came to this
country as immigrants, while African American students can
trace their segregation to the days of slavery. The
experiences of Hispanic Americans are more similar to those
of other immigrant groups, and their performance is rooted
in their immigration background, in their movement back and
forth across the border, and in the characteristics of the
families who chose to migrate (Frankenberg, Lee, & Orfield,
2003; Thernstrom & Thernstrom, 2003). The Hispanic
population is unlike other immigrant groups because it is
not a single ethnic group. The term "Hispanic", used by the
U.S. Census of 197 0, refers to approximately two dozen
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national origin groups, which share little in common other
than that they originated in the Western Hemisphere in
countries that were once part of the Spanish empire
(Thernstrom & Thernstrom, 2003).
The Hispanic population is also unique in that it
continues to grow nationally and regionally. In 1998, for
the first time, Hispanic American boys and girls comprised
a greater percentage of the national school-age population
than did African Americans (Bowman, 2001). Nationally, from
1990 to 2000, the Hispanic population increased by 57.9%
compared to a 13.2% increase for the total United States
population (U.S. Census Bureau, 2000). In Nebraska the
Hispanic population more than doubled, from 2.3% to 5.5% of
the state's population during that same period (U.S. Census
Bureau, 2000). In the Omaha Public Schools (OPS) the
Hispanic population increased from 4.0% to 17.8% of the
total student population during that same time (School
District of Omaha, 1991; School District of Omaha, 2001).
Also, due to the small number of Hispanic American students
in most school districts in the 1960s, the racial imbalance
they experienced was not as severe as that experienced by
African American students (Armor, 1995). However, the
Hispanic American students' exposure to Caucasian students
declined substantially between 1968 and 1989, even though
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this decline appears to be the result of a decline in white
enrollment rather than within-dis.trict segregation (Armor,
1995) .
Education for Hispanic American children, as well as
the Hispanic American population in general, changed and
became more diversified throughout the 20th century
(Contreras, 2004). With increased access to public
education, by the third quarter of the 20th century
Hispanic Americans gained parity in elementary and
secondary education enrollment (Contreras & Valverde,
2004). In spite of this increase, Hispanic American students
continue to experience racial segregation, especially in
the larger school districts (Thernstrom & Thernstrom,
2003).
Segregation for Hispanic Americans also differs from
the segregation experienced by African Americans in that
the "educational story for Hispanics, as for Asians— and
Italians earlier— is inextricably bound up with
immigration" (Thernstrom & Thernstrom, 2003, p. 102). This
is especially true since the 1990s when there was a
dramatic growth in the Hispanic population nationally,
which increased by 57.9% compared to a 13.2% increase for
the total United States population (U.S. Census Bureau,
2000 ).
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Also, Hispanic Americans differ from other immigrant
populations in that they represent more than a single
ethnic group. A Hispanic person may reflect one of about
two dozen national origin groups (Bowman, 2001; Thernstrom
& Thernstrom, 2003). And because these groups, each from a
unique country of origin, are not all the same size, the
data about Hispanics can not simply be the average of
information about two dozen population groups. Actually,
approximately two out of every three Hispanics living in
the United States migrated from Mexico. The Hispanic
population increased from 22.4 million in 1990 to 35.3
million in 2000. Of that group, Mexicans increased by
52.9%, from 13.5 million to 20.6 million, Puerto Ricans by
24.9%, from 2.7 million to 3.4 million, Cubans by 18.9%,
from 1.0 million to 1.2 million, and Hispanics reporting
other origins by 96.9%, from 5.1 million to 10.0 million
(Guzman, 2001).
This cultural diversity within the Hispanic population
is also present in Nebraska. Gouveia, Powell, & Camargo
(2005) found that although most Hispanics in Nebraska come
form Mexico (76%), there is a growing number of Caribbean,
Central and South Americans, which adds to the diversity
and makes providing integration policies difficult.
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Judicial decisions concerning desegregation were, for
the most part, majority and minority issues related to
black and white students. The ruling in the Keyes v. School
District No. 1 (1973) case, which was the first time
litigation recognized Hispanics' right to desegregation,
was filed by African Americans, even though they were
outnumbered by the Hispanic students 20% versus 14%
(Bowman, 2001; Orfield and Eaton, 1996; Thernstrom &
Thernstrom, 1997).
This is not to say that Hispanic Americans were not
involved in the initial attention given to segregation. On
March 25, 1945, five Mexican-American fathers challenged
racial segregation in California schools. The Supreme Court
case Mendez v. Westminster (1947) was decided by Judge
McCormick, who ruled the California Education Code did not
specifically provide for the segregation of Mexican
children. The case was appealed to the Ninth Circuit Court
of Appeals, which upheld the lower courts ruling in Mendez
v. Westminster (1947) and held that segregation of Mexican
American students into separate Mexican schools was
unconstitutional (Wollenberg, 1976). Even though California
law allowed segregation of children of Chinese, Japanese,
or Mongolian parentage, it did not include segregation of
children because of their "Mexican blood", and therefore it
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was unlawful to segregate Mexican students (Wollenberg,
1976). This case had attracted national attention. The
American Civil Liberties Union and the National Lawyers
Guild, who had had filed amicus curiae briefs during the
original case, was joined by the National Association for
the Advancement of Colored People, the American Jewish
Congress, and the Japanese American Citizens League in
filing briefs in support of McCormick's ruling (Wollenberg,
1976) .
Hispanic American students have had a varied history
in the United States. Many of the recent immigrants exhibit
characteristics shared by many immigrant groups including
an appreciation of the host country (Moll & Ruiz, 2002).
This is different for two groups that have a long history
in this country. Puerto Rico became a possession of the
United States in 1898, with major immigration of Puerto
Ricans occurring in the 1950s. The status of Puerto Ricans
as citizens has been tenuous, and their school achievement
has been low (Moll & Ruiz, 2002). The other group of
citizens exhibiting low achievement and upward mobility are
the Mexican Americans. Their history predates other
Latinos. "Upon the signing of the Treaty of GuadalupeHidalgo in 1848, Mexicans became Mexican Americans with the
stroke of a pen" (Moll & Ruiz, 2002, p. 364). About half of
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Mexico's territory at that time was transferred to the
United States, and are now the states, or parts of states
of Texas, New Mexico, Arizona, Colorado, Utah, Nevada, and
California. Schools played an important role in Anglo
American domination, through exclusion and control of
content and purpose of schooling (Moll & Ruiz, 2002).
The growing Hispanic population has had a substantial
impact on Nebraska. Like other states, Hispanics represent
the bulk of new arrival in the state. This growth was the
greatest in the 1990s, with over half of the foreign-born
Hispanics living in Nebraska in 2000, having arrived after
1989 (Gouveia, Powell, & Camargo 2005). The majority of
Hispanics in Nebraska come from Mexico; however, a growing
number can trace their origin to the Caribbean and Central
South American countries. This diversity of national origin
can complicate the immigration picture and related policies
and programs (Gouveia, Powell, & Camargo, 2005).
Racial Segregation and the Omaha Public Schools
Being part of a large metropolitan area, the Omaha
Public Schools shares many of the racial and socio-economic
characteristics of other urban areas. Urban school
enrollments reflect the demographics of the city in which
they are located. Approximately 76% of the students in
urban, central city school districts are African American
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or Latino. Despite a greater need, 79% of the large city
districts studied by the Council of Great City Schools are
funded at a lower rate than are suburban schools (Anyon,
1997). Education reform is inextricably linked to large
scale social reform, and school improvement may not occur
until political and economic equity are in place. Anyon
(1997) believes that most discussions of school reform have
ignored the consequences of poverty and racial isolation,
"...until the economic and political systems in which
the cities are enmeshed are themselves transformed so
they may be more democratic and productive for urban
residents, educational reformers have little chance of
effecting long-lasting educational changes in city
schools." (p. 13)
Many of the characteristics related to segregation,
poverty and equitable distribution of resources that are
commonly attributed to urban centers, are just the traits
that make the Omaha Public Schools stand alone. Unequal
per-pupil spending, discrepancies in teacher salaries,
disrepair and overcrowding, and lack of playgrounds and
playground equipment, are frequently used to describe
inner-city schools (Anyon, 2005; Kozal, 1995; Kozal,
2005a). The Omaha Public Schools differs in the quality of
the facilities found in the district. The 1999 Facilities
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Bond Program, with a contract budget of $262,685,588, was
responsible for building new elementary and middle schools
and the renovation and additions to a number of elementary,
middle, and high schools (Omaha Public Schools, 2005b).
The Omaha Public Schools also has qualified teachers,
exceeding the Nebraska state accreditation requirements of
having at least 80% of the secondary teachers endorsed in
the subject they teach. The percentage of classes taught by
teachers endorsed in that subject in the Omaha Public
Schools is 94.6% (Nebraska Department of Education, 2005).
These unique characteristics raises the question
whether racial isolation in this district is similar to
that found in other urban districts of similar size. These
differences make a study of student achievement,
attendance, and behavior related to race in this district
timely and important. This study will be able to focus on
racial isolation without the influence of unequal
resources.
There are 522 school districts in Nebraska. The Omaha
Public Schools, the largest and only class V district in
the state, can be characterized as racially and socio
economically diverse. In 1990, of the 272,990 public school
students in Nebraska, 14,625 were African American (5.4%)
and 7,147 were Hispanic (2.6%). In that same year, Omaha
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Public Schools, with enrollment of 41,699, had 11,552
African American students (27.7%) and 1,668 Hispanic
students (4.0%). In 2005 the states public school
enrollment had risen to 285,548, with 21,605 African
Americans (7.6%), and 32,795 Hispanic students (11.5%). In
2005 the Omaha Public Schools reported an enrollment of
46,686. This included 14,687 African Americans (31.5%) and
9,918 Hispanic students (21.2%) (Nebraska Department of
Education, 2006).
The Omaha Public Schools has always been the largest
district in Nebraska. However, its size has changed
considerably over time as a result of white flight prior to
and concurrent with the court-ordered desegregation plan
mandated in the mid 1970s. The 1970 official membership for
OPS was 63,024. The membership declined 1970s and 1980s to
a low of 41,180 in 1990. Since that time, the membership
has increased each year reflecting the growth of the city.
The greatest decline in membership occurred between 1975
and 1980, when the district lost over 12,000 students,
going from 57,167 students to 44,592 students. The courtordered desegregation plan, which included mandatory busing
of students to schools outside of their home attendance
area, was responsible for this exodus from the district.
White flight can be blamed for any loss of Caucasian
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students from a desegregating school district. This can be
reflected in residential relocation, transferring to
private schools, or residential avoidance, and can be
reasonably attributed desegregation (Armor, 1980). White
flight was not just a local phenomenon. Big cities with
proportionally large minority populations have all fared
badly in this regard. Detroit lost more than 900,000 of its
white residents between 1960 and 1990, a 79% decline in
white population. This was the most dramatic example of
white flight in the nation (Thernstrom & Thernstrom,

1997).

Clotfelter (2 004) agrees, and suggests that private schools
have played a major role in racial segregation of K-12
schools, especially in the South. While private schools
have historically claimed a substantial proportion of
student enrollment in the Northeast and Midwest compared to
the poorer South and newer West. "Yet, in the wake of
desegregation orders following the Brown decision,
households in numerous Southern communities turned to
private schools as never before"

(p. 77). Armor (1995)

expresses the concern that mandatory busing plans, even
though they may produce short-term racial balance, may have
accelerated demographic changes and ultimately increased
segregation between cities and suburbs or between public
and private school systems. The debate about the impact of
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busing and white flight was applied to the Norfolk,
Virginia. Norfolk ended 15 years of busing of its K-5
students in the fall of 1986. The school board defense of
its plan to end busing was based on White flight, arguing
that heavy white flight from the city and from the school
system was the result of busing (Carr, 1990). Carr (1990)
believed these predictions to be inaccurate, and argued
that the four years before busing ended in Norfolk, the
population of African American students increased only 2%,
and was not due to white flight but to a gain in African
American enrollment that exceeded the gain in white
enrollment. He suggested that the 1% increase in the Index
of Dissimilarity was due to African American student
increase. This argument is not universally accepted, and
white flight is believed to be a direct result of busing
(Armor, 1995; Zeller, 1990).
The diversity and the mandated and voluntary
integration efforts implemented since the mid 1970s is what
most separates the Omaha Public Schools from other
districts throughout the state. On August 10, 1973, the
U.S. Department of Justice filed suit in the U.S. District
Court of Nebraska which raised the issues of selective
open-school policies at the senior high level, optional
attendance zones at the junior high level, and
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discriminatory transfer policies at all levels. The
District Court ruled in favor of the School District. An
appeal was filed to the Eighth Circuit Court of Appeals on
December 16, 1974. The Court of Appeals reversed the
District Court and found the Omaha Public Schools guilty of
intentional segregation. The School District filed an
appeal to the U.S. Supreme Court which refused to hear the
School District case. In December, 1975, the Board of
Education approved a task force desegregation plan for
submission to the District Court. In the 1976-1977 school
year, schools in the Omaha Public Schools opened with the
court approved desegregation plan, which included the
mandatory busing of students.
The elementary school components of the desegregation
plan consisted of school cluster, paired schools, and
magnet schools. The clusters consisted of feeder schools
and a primary grade center. The primary grade centers,
which contained kindergarten through grade three, were
located in predominately African American areas of the
city, with the remaining feeder schools in the non-African
American neighborhoods. Children in the feeder school
neighborhoods were bused to the primary centers for grade
two or three, while children from the primary center
neighborhoods were bused to the feeder schools for grades
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four, five, and six. There were also two sets of paired
schools, one serving kindergarten through grade four, and
the other serving kindergarten and grades one, five, and
six. Children attending these schools were bused for two or
three years to the paired school. There were also three
elementary magnet schools located in North Omaha, serving
different grade levels, and having eligibility requirements
designed to improve diversity (Omaha Public Schools, 1998).
Junior high students were assigned according to
elementary attendance areas. This meant that students from
primary center attendance areas, who were bused for grades
four, five, and six, often attended different middle
schools than their classmates.
High school students were given a modified choice
plan. This meant students could attend the school serving
their home attendance area or a school outside of the home
attendance area based on racial integration considerations.

This plan, with annual modifications continued until
1999, when the District implemented a student assignment
plan which, while continuing to strive for student
diversity, used socio-economics rather than race, in making
student assignment decisions. Even though the District was
given "unitary" status in 1984, and was no longer subject
to supervision of the Court, the School District of Omaha
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continued to support efforts to maintain its commitment to
integration.
In 1997, a task force was developed and assigned the
responsibility to study the desegregation plan to make
recommendations to the Board of Education. The
Desegregation Task Force recommended that at the elementary
level parents be allowed to express preferences for
particular schools, and that the preferences would be
honored to the extent that they were compatible with the
integration objectives of the District. Also, incentives
including magnet schools and other educational programs
would provide parents with choices that would ensure an
acceptable level of integration. The Task Force further
recommended a controlled choice program at the middle level
and the maintenance of the high school plan in place at
that time of desegregation (Omaha Public Schools, 1997).
The implementation of this new student assignment
plan, which permitted students to attend their neighborhood
school, was implemented only after district residents
passed a bond issue. The Omaha Public Schools' 1999
Facilities Bond Program, with a contract budget of
$262,685,588, was responsible for building three new
elementary schools, one new middle school, renovation and
additions to 21 elementary, middle, and high schools (Omaha
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Public Schools, 2005b).

This guaranteed equity in school

facilities regardless of neighborhood or area of the city.
Dismantling the desegregation plan, with its cluster
school, paired schools, and busing to achieve integration
did not come without a price. The current student
assignment plan in place in the Omaha Public Schools, with
its most significant change at the elementary level, has
resulted in schools becoming racially identifiable. African
American students represent 30.5% of the district
enrollment. However, 13 elementary schools have African
American membership greater than 70%. The same is true for
Hispanic American students who represent 24.2% of the
district enrollment with five schools having Hispanic
American enrollment greater than 70%. There are 42.2%
Caucasian students in OPS, with seven schools having
Caucasian enrollment greater than 70%. There are many
schools that could be considered racially integrated
because their minority enrollment is similar to the
district average. There are eight schools whose African
American enrollment is less than 50%, 10 schools with
Hispanic American enrollment less than 50% (Omaha Public
Schools, 2005a). There are five schools with Caucasian
enrollment less than 50%. This research will focus on same
race high and same race low enrollment for each racial
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group to determine whether racial isolation has an impact
on student achievement and behavior.

Racial Isolation and Student Success
The research on the achievement gap between minority
and non-minority students has been analyzed from a variety
of perspectives, from the theories of genetic and cultural
inferiority and cultural incompatibility to cultural
inversion and resistance theories (Nieto, 2005). Reducing
the black-white achievement gap would have significant
impact on education attainment and future earning power.
The High School and Beyond survey tested twelfth-graders in

1982 and followed them up in 1992. The follow-up data
indicated that while 13.3% of African American students had
earned a bachelors degree, 30% of the Caucasian students
included in the study had earned a college degree. Some
argued that this was a result of parents' ability to pay
college bills, lack of student motivation, or hostility
encountered by African American students at predominately
white colleges. However, when students with similar twelfth
grade test scores were compared, African American students
were more likely to complete college than white students
(Jencks & Phillips,

1998).

Integration can have a positive impact on more than
just student achievement. If students are in schools where
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everybody is expected to graduate and everybody has some
hope for higher education, there is a much better chance
for minority students to complete high school and pursue
higher education (Orfield, 1997). Integrated classrooms
provide opportunities for positive social interaction among
members of different racial and ethnic groups. Schools have
always been seen as the foundation for building a
generation of good citizens and successful workers, rather
than a place to produce higher test scores (Frankenberg,
Lee, & Orfield, 2003).
Integration and its opposite, racial segregation, may
have a lasting impact. The population of the United States
today is the more diverse than any time in its history, and
public schools will be the first major non-white
institution. How we treat school segregation will impact
the larger American society for generations to come.
Segregation patterns will have serious consequences for
white students as well as minority students. Students
leaving school will be entering a society and workplaces
that are increasingly black and brown (Boyle, 2004).
Research on perpetuation theory has produced
considerable evidence that desegregation ties students into
a different network which provides greater lifelong
possibilities, the likelihood that minority adults are more
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likely to settle in interracial neighborhoods, and break
out of self-perpetuating isolation (Orfield & Eaton, 1996).
Even though considerable amounts of money have been
spent on inner city schools, the results have been
disappointing. This in not because children in these
schools cannot learn or the teachers in these schools
cannot teach, it is because both students and teachers have
lost hope (Anyon, 1997).
Not all agree that integration is the best way to
close the achievement gap that exists between white and
non-white students. "If every school precisely mirrored the
demographic profile of the nation's entire student
population, the level of black and Hispanic achievement
would not change" (Thernstrom & Thernstrom, 2003, pp. ISO181). The desegregation theory of relating higher
achievement to an integrative setting is not supported by
National Assessment of Educational Progress (NAEP) data
which show for the period between 1975 and 1988, when the
largest black gains occurred, that African American
students in predominately minority schools gained at the
rate as African Americans in majority-white schools (Armor,
1995). Racial integration is not a guarantee of minority
success. In the early 1990s, Cambridge, Massachusetts, had
voluntarily integrated its schools. Yet, even in the
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integrated classroom, black, Latino, and poor students
continued to lag behind other students (Ogletree, 2004).
Brown v. Board of Education (1954) has been used to
prevent the racial separation of children even when it has
been done in the effort to help young people in crisis, and
defying what some experts say provide a separate learning
environment for improvement of self-esteem and cultural
identity (Brown, 2004).
Ten years after the Brown v. Board of Education
(1954), a study, underwritten by the Congress of the United
States, was commissioned to determine whether the
achievement gap between African American and Caucasian
students was the result of black students attending
inferior, poorly funded schools. The Equality of
Educational Opportunity report was conducted and submitted
in response to Section 402 of the Civil Rights Act of 1964
which stated that the Commissioner of Education should
conduct a survey and report it findings to the President of
the United States and the Congress concerning the lack of
availability of equal educational opportunities because of
race, color, religion, or national origin in public
educational institutions (Coleman et al., 1966). The report
focused on four major concepts: (1) the extent to which
racial and ethnic groups are segregated in the public
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schools; (2) whether schools offer equal educational
opportunities; (3) how much students learn as measured on
standardized tests; and (4) what is the relationship
between what students learn and the kind of school they
attend (Coleman et al., 1966)? James S. Coleman determined
in his first analysis that variation in school resources
had very little to do with the test score gap between black
and white children (Rothstein, 2004).
The report, Equality of Educational Opportunity, has
frequently been misinterpreted to mean that schools don't
make a difference, and that families are a much bigger
influence. Though Coleman establishes a general
insignificance of resources, in those resources that do
show a relationship to student achievement the variations
in the facilities of African American students did
influence differences in student achievement (Wong &
Nicotera, 2004). Coleman et al. (1966) did find that at the
time of the report, taking all groups into consideration,
white children were the most segregated. Almost 80% of all
white children in the 1st and 12th grades attended schools
that were over 90% white. African Americans were the most
segregated minority group, with over 65% of all African
American 1st grade students attending schools that were
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over 90% black. In the South, most students attended
schools that were 100% black or white.
The results of the report have been criticized for
going beyond the responsibility of fact-finding to carrying
out basic research on the educational production process
(Hanushek & Kain, 1972; Coleman, 1972b). Hanushek and Kain
(1972) "contended that the Report's analysis does not
provide reasonable tests of the hypotheses attributed to
it" (p. 137). Coleman (1972a) has even questioned the
appropriate interpretations of his findings. The primary
impact of the study has been in the courts, even though the
use of social science research in the courts may not be
appropriate (Coleman, 1972a).
Lee (2004) identified three conditions that impact the
achievement gap: (1) educational opportunity; (2)
achievement of minimally adequate level of competency; and
(3) benefits of learning in a racially integrated
environment. The benefit of learning in an integrated
setting, which Lee (2004) defines as reciprocity, can be
enhanced if the school recognizes the value of peer group
effect through the use of cooperative learning. Reciprocity
has been shown to improve African American achievement
while at the same time test scores of Caucasian students
did not decline. There are also many long-term benefits
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integration for all racial groups and the larger society,
including integrated colleges and universities, living in
integrated neighborhoods as adults, and building social
capital (Lee, 2004).
Additional research in the area of financial adequacy
litigation has also found evidence to support the
relationship between the racial composition of schools and
student achievement. Glenn (2006) argues that, while
adequacy litigation may offer a means to reduce achievement
gaps, the litigation would be more effective if it were
combined with non-monetary remedies, such as school
integration. "The overriding impact of the racial
composition of the school points are the inadequacy of
current legal efforts to reform schools, with the
conspicuous absence of race in the discussion" (p. 74).
What is the relationship between racial segregation
and achievement for students in the Omaha Public Schools?
Nebraska State Senator Ernie Chambers, who initiated the
proposal in LB 1024 that calls for the break-up of the
Omaha Public Schools, believes that community ownership,
regardless of racial characteristics, promotes interest and
participation (Chambers, 2006). Much of the available
research data related to the positive and negative impacts
of racial isolation come from national data or from school.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

districts that are not similar to the Omaha Public Schools
This study will explore the impact of racial isolation in
district where the resources and facilities are equitably
distributed and teachers are highly qualified.
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CHAPTER THREE
RESEARCH METHODS
This chapter outlines the research design, the
independent and dependent variables, the research
questions, and the data analysis used in the completion of
this research study.
Purpose of the Study
The purpose of this study was to determine the
achievement, attendance, and behavior of students attending
racially identifiable schools with same race high African
American, Hispanic American, and Caucasian enrollment,
considered segregated, compared to students attending
racially identifiable schools with same race low African
American, Hispanic American, and Caucasian enrollment,
considered integrated.
The study analyzed achievement, attendance, and
student behavior data of randomly selected 5th-grade
students attending racially identifiable schools with same
race high African American, Hispanic American, and
Caucasian enrollment and randomly selected 5th-grade
students attending racially identifiable schools with same
race low African American, Hispanic American, and Caucasian
enrollment.
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Background and Rationale
On April 6, 2006, Governor Dave Heineman signed in
Nebraska Law LB 1024. One of the provisions of LB 1024
calls for the break-up of the Omaha Public Schools,

the

largest and only Class V school district in the state of
Nebraska

(Legislative Bill 1024, 2006). Saunders

(2006)

suggests that the result of this amendment would cause the
Omaha Public Schools to be split into three racially
identifiable districts.
This amendment reflects a national trend toward
resegregation. Outcomes of court cases across the country
are ending desegregation plans and are forbidding the use
of race in student assignment plans

(Frankenberg & Lee,

2002). This pattern of resegregation is true for Hispanic
American students as well as for African American students
even though the history and cause of their segregation may
be different. Hispanic American students' exposure to white
students is lowest in the West and in Texas, but there are
also many northern districts with Hispanic isolation,
especially in the larger school districts

(Frankenberg &

L e e , 2002).
Judicial indifference, beginning with the United
States Supreme Court, prove that racial desegregation is no
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agencies are no longer adopting proactive stances related
to the implementation of Brown v. Board of Education (1954)
(Russo, 2004). Justice Clearance Thomas has found grounds
to attack Brown, showing that even the make-up of the
Supreme Court provides additional support for the reverse
of the import of Brown v. Board of Education (1954)
(Gooden, 2004; Ogletree, 2004).
African-American students' segregation can be traced
to the days of slavery. Even with the passage of the
Thirteenth Amendment, African-Americans continued to have
no more political rights than a slave. Southern states
systematically deprived African-Americans of any political
voice, and built up a system of racial segregation in all
public facilities (Thernstrom & Thernstrom, 1997).
The historical experiences of Hispanic Americans are
similar to those of Italian immigrants who came to the
United States nearly a century ago, and their performance
is rooted in their immigration background, in their
movement back and forth across the border, and in the
characteristics of the families who chose to migrate.
Much of the growth of the Hispanic population can be
seen regionally as well as nationally. From 1990 to 2000,
the Hispanic population increased by 57.9% compared to a
13.2% increase for the total United States population (U.S.
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Census Bureau, 2000). Locally, the dramatic growth of the
Hispanic American population will continue to impact the
state of Nebraska (Gouveia, Powell, & Camargo, 2005). In
the Omaha Public Schools the Hispanic population increased
from 4.0% to 17.8% of the total student population during
that same time (School District of Omaha, 1990, 2000).
Is the resegregation of the public schools having an
impact on student achievement? One of the most perplexing
problems facing public education today is the continued
disparity between the performance of African American and
Hispanic students and Caucasian and Asian American students
(Evans, 2005). Even though there was improvement in
minority students' achievement in the 1970s and 1980s, the
gap in minority student performance widened again in the
1990s, and remains wide today (Black, 2004). While 24% of
Caucasian 4th grade students scored below basic on the
National Assessment of Educational Progress (NAEP) reading
assessment in 2005, 58% of Black and 54% of Hispanic
students scored below basic. At grade 8, 18% of White
students were below basic in reading, but 48% of Black and
44% of Hispanic students were below basic. The disparity
for minority students showed in writing and math as well
(U.S. Department of Education, 2005). Nationwide, while
white children are being educated in suburban, high-quality
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schools, African-American and Hispanic students are
receiving lower quality instruction in increasingly
racially isolated schools with ongoing problems (Darden,

2003).
Large urban school districts often have sub-standard
facilities, resources are not equally distributed, and
teacher expertise, experience, and education is lacking
(Anyon, 1997; Kozal, 2005a). The Omaha Public Schools,
however, does not fit this pattern in that the district has
qualified teachers and quality up-to-date facilities. The
Omaha Public Schools' 1999 Facilities Bond Program, with a
contract budget of $262,685,588, was responsible for
building three new elementary schools, one new middle
school, renovation and additions to 21 elementary, middle,
and high schools (Omaha Public Schools, 2005b).

This

raises the question whether racial isolation in this
district would have a negative impact.
Number of Subjects
The maximum number of sample participants was 120. The
random sample of participants were selected from 5th-grade
students attending racially identifiable schools (N = 40)
with same race high African American enrollment (n = 20),
and randomly selected 5th-grade students attending racially
identifiable schools with same race low African American
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enrollment (n = 20), randomly selected 5th-grade students
attending racially identifiable schools (N = 40) with same
race high Hispanic American enrollment (n = 20) and
randomly selected 5th-grade students attending racially
identifiable schools with same race low Hispanic American
enrollment (n = 20), and randomly selected 5th-grade
students attending racially identifiable schools (N = 40)
with same race high Caucasian enrollment (n = 20) and
randomly selected 5th-grade students attending racially
identifiable schools with same race low Caucasian
enrollment (n = 20)
Gender of Subjects
The gender of the randomly selected participants was
congruent with enrollment patterns in the participating
schools where females where females represented 48.3% and
males represented 51.7% of the total enrollment in the
elementary schools.
Age of Subjects
The age range of the study participants was from 10 to
12 years. All participants were in the 5th-grade.
Racial and Ethnic Origin of Subjects
The racial and ethnic origin was related to the racial
subgroup under consideration. The African-American schools
identified were those with greater than the district
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average of elementary African American students where the
district average is 30.5%. The Hispanic American schools
identified were those with greater than the district
average of elementary Hispanic American students where the
district average is 24.2%. The Caucasian schools identified
were those with greater than the district average of
elementary Caucasian students where the district average is
42.1%.
Inclusion Criteria
Fifth-grade students attending racially identifiable
schools, within the same school district, from 5th-grade
classrooms and had been students in the classroom since the
beginning of the 2005-2006 school year were eligible to
participate.
Method of Subject Identification and Recruitment
The 120 students selected as participants for this
study were randomly selected retrospectively from those who
attended predominately African-American schools (N = 40,
randomly selected 5th-grade students who attended schools
with same race high African American enrollment (n = 20)
and randomly selected 5th-grade students who attended
schools with same race low African American enrollment (n =
20) and above the elementary district average of 30.5%),
those who attended predominately Hispanic American schools
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(N = 40, randomly selected 5th-grade students who attended
racially identifiable schools with same race high Hispanic
American enrollment (n = 20), randomly selected 5th-grade
students who attended racially identifiable schools with
same race low Hispanic American enrollment (n - 20), and
above the elementary district average of 24.2%), those who
attended predominately Caucasian schools (N = 40, randomly
selected 5th-grade students who attended racially
identifiable schools with same race high Caucasian
enrollment (n = 20) and randomly selected 5th-grade
students who attended racially identifiable schools with
same race low Caucasian enrollment (n = 20) and above the
elementary district average of 42.1%). No individual
identifiers were attached to the achievement, attendance,
or attitudinal data. An electronic random number generator
was used to randomly assign subjects to groups and ensured
that individual students were chosen from among all
identified schools (Best & Kahn, 2006).
Performance Sites
The research was conducted in the public school
setting and existed in the context of normal educational
practices. The procedures did not interfere in any way with
the normal educational practices of the public schools and
did not involve coercion or discomfort of any kind. Data

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

was obtained through the Research Department, Omaha Public
Schools. All retrospectively collected data was analyzed in
the office of the primary investigator (PI) at the
University of Nebraska at Omaha, College of Education,
Department of Educational Administration and Supervision,
6001 Dodge Street, Omaha, Nebraska 68182. Data was stored
on spreadsheets and computer disks for statistical
analysis. Data and computer disks were kept in a locked
file cabinet in the Pi's office. No individual identifiers
were attached to the data.
Description of Procedures
The purpose of this study was to determine the
achievement and behavior of students attending racially
identifiable schools with same race high African American,
Hispanic American, and Caucasian enrollment compared to
students attending racially identifiable schools with same
race low African American, Hispanic American, and Caucasian
enrollment.
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The posttest only, comparative three-group survey
study design is displayed in the following notation:
X2
Group 1

Xi

0,

x3
x4
Group 2

X,

0,
V
x6

Group 3

X*

ox

X7
Group 1 = Group 1 students were randomly selected 5th
grade students attending racially identifiable schools (N
40) with same race high African American enrollment (n =
20) and randomly selected 5th-grade students attending
racially identifiable schools with same race low African
American enrollment (n = 20).
Group 2 = Group 2 students were randomly selected 5th
grade students attending racially identifiable schools (N
40) with same race high Hispanic American enrollment (n =
20) and randomly selected 5th-grade students attending
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racially identifiable schools with same race low Hispanic
American enrollment (n = 20).
Group 3 = Group 3 students were randomly selected 5thgrade students attending racially identifiable schools (N =
40) with same race high Caucasian enrollment (n = 20) and
randomly selected 5th-grade students attending racially
identifiable schools with same race low Caucasian
enrollment (n = 20).
Xl = Schools used for data collection were delimited to
those reporting No Child Left Behind, Adequate Yearly
Progress (NCLB-AYP) for the school year 2005-2006
X2 = Those 5th-grade randomly selected students who
attended racially identifiable schools with same race high
African American enrollment.
X3 = Those 5th-grade randomly selected students who
attended racially identifiable schools with same race low
African American enrollment.
X4 = Those 5th-grade randomly selected students who
attended racially identifiable schools with same race high
Hispanic American enrollment.
X5 = Those 5th-grade randomly selected students who
attended racially identifiable schools with same race low
Hispanic American enrollment.
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X6 = Those 5th-grade randomly selected students who
attended racially identifiable schools with same race high
Caucasian American enrollment.
X7 = Those 5th-grade randomly selected students who
attended racially identifiable schools with same race low
Caucasian American enrollment.
Oj = 1. Following are the end-of-year student
achievement measures: (a) California Achievement Test (CAT)
Normal Curve Equivalent (NCE) scores as measured in March
2006 for (i) reading total, (ii) math total, and (iii)
language total. 2. Following are the end-of-year student
attendance measures: (a) student absences. 3. Following are
the end-of-year student behavior measures: (a) reported
student disciplinary infractions.
Research Questions, Sub-Questions, and Data Analysis
The following research questions were used to analyze
student achievement in racially identifiable schools with
same race enrollment.

Overarching Posttest Achievement Research Question #1.
Did 5th-grade African American and Hispanic American and
Caucasian students who were in the racially identifiable
schools with same race high African American and high
Hispanic American and high Caucasian enrollment have
consistent reading total, math total, and language total
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Norm Reference Test (NRT) Normal Curve Equivalent (NCE)
scores?
Sub-Question la. Was there a statistically
significant main effect between African American students'
in the racially identifiable schools with same race high
African American enrollment reading total, math total, and
language total Norm Reference Test (NRT) Normal-Curve
Equivalent (NCE) scores?
Sub-Question lb. Was there a statistically
significant main effect between Hispanic American students'
in the racially identifiable schools with same race high
Hispanic American enrollment reading total, math total, and
language total Norm Reference Test (NRT) Normal-Curve
Equivalent (NCE) scores?
Sub-Question lc . Was there a statistically
significant main effect between Caucasian students' in the
racially identifiable schools with same race high Caucasian
enrollment reading total, math total, and language total
Norm Reference Test (NRT) Normal-Curve Equivalent (NCE)
scores?
Research Sub-Questions #la, lb, and lc was analyzed
using a single classification Analysis of Variance (ANOVA)
to determine the main effect between the NRT NCE subtest
scores for African American and Hispanic American and
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Caucasian students. An F ratio was calculated. If a
statistically significant main effect was observed post hoc
contrast analysis were conducted utilizing independent t
tests. Because multiple statistical tests were conducted, a
.01 alpha level was employed to help control for Type I
errors. Means and standard deviations are displayed on
tables.
Overarching Posttest Achievement Research Question #2.
Did 5th-grade African American and Hispanic American and
Caucasian students who were in the racially identifiable
schools with same race low African American and low
Hispanic American and low Caucasian enrollment have
consistent reading total, math total, and language total
Norm Reference Test (NRT) Normal Curve Equivalent (NCE)
scores?
Sub-Question 2a. Was there a statistically
significant main effect between African American students'
in the racially identifiable schools with same race low
African American enrollment reading total, math total, and
language total Norm Reference Test (NRT) Normal-Curve
Equivalent (NCE) scores?
Sub-Question 2b. Was there a statistically
significant main effect between Hispanic American students'
in the racially identifiable schools with same race low
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Hispanic American enrollment reading total, math total, and
language total Norm Reference Test (NRT) Normal-Curve
Equivalent (NCE) scores?
Sub-Question 2c. Was there a statistically
significant main effect between Caucasian students' in the
racially identifiable schools with same race low Caucasian
enrollment reading total, math total, and language total
Norm Reference Test (NRT) Normal-Curve Equivalent (NCE)
scores?
Research Sub-Questions #2a, 2b, and 2c was analyzed
using a single classification Analysis of Variance (ANOVA)
to determine the main effect between the NRT NCE subtest
scores for African American and Hispanic American and
Caucasian students. An F ratio was calculated. If a
statistically significant main effect is observed post hoc
contrast analysis was conducted utilizing independent t
tests. Because multiple statistical tests were conducted, a
.01 alpha level was employed to help control for Type I
errors. Means and standard deviations are displayed on
tables.
Overarching Posttest Achievement Research Question #3:
Did African American 5th-grade students attending racially
identifiable schools with same race high African American
enrollment have congruent or different end-of-school-year
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5th-grade California Achievement NCE scores for (a) reading
total, (b) math total, and (c) language total subtests
compared to African American 5th-grade students attending
racially identifiable schools with same race low African
American enrollment?
Sub-Question 3a: Was there a statistically
significant difference between African American 5th-grade
students attending racially identifiable schools with same
race high African American enrollment compared to African
American 5th-grade students attending racially identifiable
schools with same race low African American enrollment
California Achievement NCE scores for reading total?
Sub-Question 3b: Was there a statistically
significant difference between African American 5th-grade
students attending racially identifiable schools with same
race high African American enrollment compared to African
American 5th-grade students attending racially identifiable
schools with same race low African American enrollment
California Achievement NCE scores for math total?
Sub-Question 3c: Was there a statistically
significant difference between African American 5th-grade
students attending racially identifiable schools with same
race high African American enrollment compared to African
American 5th-grade students attending racially identifiable

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

77
schools with same race low African American enrollment
California Achievement NCE scores for language total?
Research Sub-Question #3a, 3b, and 3c was analyzed
using independent t tests to examine the significance of
the difference between 5th-grade students attending
racially identifiable schools with same race high African
American enrollment compared to 5th-grade students
attending racially identifiable schools with same race low
African American enrollment California Achievement Test NCE
achievement scores for (a) reading total, (b) math total,
and (c) language total. Because multiple statistical tests
were conducted, a two-tailed .01 alpha level was employed
to help control for Type I errors. Means and standard
deviations are displayed on tables.
Overarching Posttest-Posttest Achievement Research
Question #4: Did Hispanic American 5th-grade students
attending racially identifiable schools with same race high
Hispanic American enrollment have congruent or different
end-of-school-year 5th-grade California Achievement NCE
scores for (a) reading total, (b) math total, and (c)
language total subtests compared to Hispanic American 5thgrade students attending racially identifiable schools with
same race low Hispanic American enrollment?
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Sub-Question 4a: Was there a statistically
significant difference between Hispanic American 5th-grade
students attending racially identifiable schools with same
race high Hispanic American enrollment compared to Hispanic
American 5th-grade students attending racially identifiable
schools with same race low Hispanic American enrollment
California Achievement NCE scores for reading total?
Sub-Question 4b: Was there a statistically
significant difference between Hispanic American 5th-grade
students attending racially identifiable schools with same
race high Hispanic American enrollment compared to Hispanic
American 5th-grade students attending racially identifiable
schools with same race low Hispanic American enrollment
California Achievement NCE scores for math total?
Sub-Question 4c: Was there a statistically
significant difference between Hispanic American 5th-grade
students attending racially identifiable schools with same
race high Hispanic American enrollment compared to Hispanic
American 5th-grade students attending racially identifiable
schools with same race low Hispanic American enrollment
California Achievement NCE scores for language total?
Research Sub-Question #4a, 4b, and 4c were analyzed
using independent t tests to examine the significance of
the difference between 5th-grade students attending
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racially identifiable schools with same race high Hispanic
American enrollment compared to 5th-grade students
attending racially identifiable schools with same race low
Hispanic American enrollment California Achievement Test
NCE achievement scores for (a) reading total, (b) math
total, and (c) language total. Because multiple statistical
tests were conducted, a two-tailed .01 alpha level was
employed to help control for Type I errors. Means and
standard deviations are displayed on tables.
Overarching Posttest Achievement Research Question #5:
Did Caucasian 5th-grade students attending racially
identifiable schools with same race high Caucasian
enrollment have congruent or different end-of-school-year
5th-grade California Achievement NCE scores for (a) reading
total, (b) math total, and (c) language total subtests
compared to Caucasian 5th-grade students attending racially
identifiable schools with same race low Caucasian
enrollment?
Sub-Question 5a: Was there a statistically
significant difference between Caucasian 5th-grade students
attending racially identifiable schools with same race high
Caucasian enrollment compared to Caucasian 5th-grade
students attending racially identifiable schools with same
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race low Caucasian enrollment California Achievement NCE
scores for reading total?
Sub-Question 5b: Was there a statistically
significant difference between Caucasian 5th-grade students
attending racially identifiable schools with same race high
Caucasian enrollment compared to Caucasian 5th-grade
students attending racially identifiable schools with same
race low Caucasian enrollment California Achievement NCE
scores for math total?
Sub-Question 5c: Was there a statistically
significant difference between Caucasian 5th-grade students
attending racially identifiable schools with same race high
Caucasian enrollment compared to Caucasian 5th-grade
students attending racially identifiable schools with same
race low Caucasian enrollment California Achievement NCE
scores for language total?
Research Sub-Question #5a, 5b, and 5c was analyzed
using independent t tests to examine the significance of
the difference between 5th-grade students attending
racially identifiable schools with same race high Caucasian
enrollment compared to 5th-grade students attending
racially identifiable schools with same race low Caucasian
enrollment California Achievement Test NCE achievement
scores for (a) reading total, (b) math total, and (c)
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language total. Because multiple statistical tests were
conducted, a two-tailed .01 alpha level was employed to
help control for Type I errors. Means and standard
deviations are displayed on tables.
The following research questions were used to analyze
student behavior in racially identifiable schools with the
same race enrollment.
Overarching Posttest Student Attendnace Research
Question #6: Did 5th-grade students attending racially
identifiable schools with same race high African American,
Hispanic American, and Caucasian enrollment have a
different number of cumulative days absent compared to 5thgrade students attending racially identifiable schools with
same race low African American, Hispanic American, and
Caucasian enrollment? The number of students with less than
12 days absent was compared to the number of students with
12 or more days absent.
Sub-Question 6a: Did African American 5th-grade
students attending racially identifiable schools with same
race high African American enrollment have fewer, equal, or
more cumulative days absent compared to African American
5th-grade students attending racially identifiable schools
with same race low African American enrollment? The number
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of students with less than 12 days absent was compared to
the number of students with 12 or more days absent.
Sub-Question 6b: Did Hispanic American 5th-grade
students attending racially identifiable schools with same
race high Hispanic American enrollment have fewer, equal,
or more cumulative days absent compared to Hispanic
American 5th-grade students attending racially identifiable
schools with same race low Hispanic American enrollment?
The number of students with less than 12 days absent was
compared to the number of students with 12 or more days
absent.
Sub-Question 6c: Did Caucasian 5th-grade students
attending racially identifiable schools with same race high
Caucasian enrollment have fewer, equal, or more cumulative
days absent compared to Caucasian 5th-grade students
attending racially identifiable schools with same race low
Caucasian enrollment? The number of students with less than
12 days absent was compared to the number of students with
12 or more days absent.
Research Sub-Questions #6a, 6b, and 6c was analyzed
using a chi-square test of significance to compare observed
verses expected frequencies for number of cumulative days
absent of 5th-grade students with less than 12 days absent
or 12 or more days absent attending racially identifiable
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schools with same race high African American, Hispanic
American, and Caucasian enrollment compared to of 5th-grade
with less than 12 days absent or 12 or more days absent
students attending racially identifiable schools with same
race low African American, Hispanic American, and Caucasian
enrollment. Because multiple statistical tests were
conducted, a .01 alpha level was employed to help control
for Type I errors. Frequencies and percents are displayed
on tables.
Overarching Posttest Student Behavior Research
Question #7: Did 5th-grade students attending racially
identifiable schools with same race high African American,
Hispanic American, and Caucasian enrollment have a
different number of reported student disciplinary
infractions compared to 5th-grade students attending
racially identifiable schools with same race low African
American, Hispanic American, and Caucasian enrollment? The
number of students with no discipline referrals was
compared to the number of students with one or more
discipline referrals.
Sub-Question 7a: Did African American 5th-grade
students attending racially identifiable schools with same
race high African American enrollment have fewer, equal, or
more reported student disciplinary infractions compared to
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African American 5th-grade students attending racially
identifiable schools with same race low African American
enrollment? The number of students with no discipline
referrals was compared to the number of students with one
or more discipline referrals.
Sub-Question 7b: Did Hispanic American 5th-grade
students attending racially identifiable schools with same
race high Hispanic American enrollment have fewer, equal,
or more reported student disciplinary infractions compared
to Hispanic American 5th-grade students attending racially
identifiable schools with same race low Hispanic American
enrollment? The number of students with no discipline
referrals was compared to the number of students with one
or more discipline referrals.
Sub-Question 7c: Did Caucasian 5th-grade students
attending racially identifiable schools with same race high
Caucasian enrollment have fewer, equal, or more reported
student disciplinary infractions compared to Caucasian 5thgrade students attending racially identifiable schools with
same race low Caucasian enrollment? The number of students
with no discipline referrals was compared to the number of
students with one or more discipline referrals.
Research Sub-Questions #7a, 7b, and 7c was analyzed
using a chi-square test of significance to compare observed
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verses expected frequencies for number of reported student
disciplinary infractions of 5th-grade students with no
discipline infractions or one or more infractions attending
racially identifiable schools with same race high African
American, Hispanic American, and Caucasian enrollment
compared to 5th-grade students with no discipline
infractions or one or more infractions attending racially
identifiable schools with same race low African American,
Hispanic American, and Caucasian enrollment. Because
multiple statistical tests were conducted, a .01 alpha
level was employed to help control for Type I errors.
Frequencies and percents are displayed on tables.
Confidentiality
Study data were de-identified by school district
personnel before data analysis began. The appropriate
school personnel assigned numbers to the data set. Non
coded numbers were used to display individual de-identified
achievement and behavioral data. All data gathered was de
identified by designated school district personnel.
Descriptive statistics and parametric statistical analyses
was utilized and reported with means and standard
deviations in tables.
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Informed Consent
All study achievement data was retrospective,
archival, and routinely collected school information.
Permission from the appropriate school research personnel
was obtained. A random sample of 20 students in each
independent arm was obtained to include achievement and
behavior data. Non-coded numbers was used to display
individual de-identified achievement and behavior data.
Descriptive statistics and parametric statistical analyses
was utilized and reported as means and standard deviations
in tables.
Exemption Categories
The Institutional Review Board for the Protection of
Human Subjects exemption category for this study was
category 1 45CFR46.101(b). The research was conducted in
the public school setting through normal educational
practices. The study procedures did not interfere in any
way with the normal educational practices of the public
school and did not involve coercive or discomfort of any
kind. A letter of support from the research school district
is located in Appendix A. The letter from the Institutional
Review Board for the Protection of Human Subjects is
located in Appendix B.
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CHAPTER FOUR
RESULTS
Purpose of the Study
The purpose of this study was to determine the
achievement and behavior of students attending racially
identifiable schools with same race high African American,
Hispanic American, and Caucasian enrollment compared to
students attending racially identifiable schools with same
race low African American, Hispanic American, and Caucasian
enrollment.
The study analyzed achievement and student behavior
data of randomly selected 5th-grade students attending
racially identifiable schools with same race high African
American, Hispanic American, and Caucasian enrollment and
randomly selected 5th-grade students attending racially
identifiable schools with same race low African American,
Hispanic American, and Caucasian enrollment. All study
achievement and behavior measures related to each of the
dependent variables, achievement and behavior, was
retrospective, archival, and routinely collected school
information. Permission form the appropriate school
research personnel was obtained before achievement and
behavioral data were collected and analyzed.
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Same race low identifiable schools were those just
above the district average for that racial group and were
considered racially integrated for this study. This
included schools with African American enrollment from 31%
to 45%, schools with Hispanic American enrollment from 26%
to 40%, and schools with Caucasian enrollment from 43% to
55%.
Same race high identifiable schools, considered
segregated, were schools with African American enrollment
greater than 80%, schools with Hispanic American enrollment
greater than 70%, and schools with Caucasian enrollment
greater than 70%. All research schools selected were
meeting Adequate Yearly Progress (AYP) and were not
included in the district magnet program.
Demographic information of individual 5th-grade
African American students who attended racially segregated
schools is displayed in Table 1. The information includes
race, gender, and free/reduced priced lunch eligibility.
Table 2 displays demographic information of individual 5thgrade African American students who attended racially
integrated schools. The information includes race, gender,
and free/reduced priced lunch eligibility. Demographic
information of individual 5th-grade Hispanic American
students who attended racially segregated schools is
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displayed in Table 3. The information includes race,
gender, and free/reduced priced lunch eligibility. Table 4
displays demographic information of individual 5th-grade
Hispanic American students who attended racially integrated
schools. The information includes race, gender, and
free/reduced priced lunch eligibility. Demographic
information of individual 5th-grade Caucasian students who
attended racially segregated schools is displayed in Table
5. The information includes race, gender, and free/reduced
priced lunch eligibility. Table 6 displays demographic
information of individual 5th-grade Caucasian students who
attended racially integrated schools. The information
includes race, gender, and free/reduced priced lunch
eligibility.
Overarching Research Question #1
Did 5th-grade African American and Hispanic American
and Caucasian students who were in the racially
identifiable schools with same race high (segregated)
African American and high Hispanic American and high
Caucasian enrollment have consistent reading total, math
total, and language total Norm Reference Test (NRT) Normal
Curve Equivalent (NCE) scores?
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Research Question #la
California Achievement Test (CAT) normal curve
equivalent scores for reading total, language total, and
mathematics total for African American students who
attended segregated schools are contained in Table 7. These
analyses, determining the consistency of the reading total,
language total, and mathematics total of African American
5th-grade students in segregated schools, employing a
single classification Analysis of Variance (ANOVA), are
displayed in Table 8. As seen in Table 8, there was no
significant difference in the reading total (M = 37.80, SD
= 20.99), language total (M = 49.30, SD = 22.71), and math
total (M = 47.70, SD = 18.64) for African American students
attending segregated schools F(2,57) = 1.79, p = .18.
The mean NCE scores for African American students
attending segregated schools were converted to percentile
ranks and stanine scores. The mean NCE reading score of
37.80 converts to a meaningful derived percentile rank of
28 and a stanine score of 4, which is the lowest stanine of
the average range. The mean NCE language score of 49.30
converts to a meaningful derived percentile rank of 49 and
a stanine score of 5, which is the middle stanine of the
average range. The mean NCE mathematics score of 47.70
converts to a meaningful derived percentile rank of 46 and
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a stanine score of 5, which is the middle stanine of the
average range (Tuckman, 1999).
Research Question #lb
California Achievement Test (CAT) normal curve
equivalent scores for reading total, language total, and
mathematics total for Hispanic American students who
attended segregated schools are contained in Table 9. These
analyses, determining the consistency of the reading total,
language total, and mathematics total of Hispanic American
5th-grade students in segregated schools, employing a
single classification Analysis of Variance (ANOVA), are
displayed in Table 10. As seen in Table 10, there was no
significant difference in the reading total (M = 50.95, SD
= 16.68), language total (Af = 53.90, SD = 17.08), and math
total (M = 58.60, SD = 17.58) for Hispanic American
students attending segregated schools F(2,57) = 1.02, p =
.37.
The mean NCE scores for Hispanic American students
attending segregated schools were converted to percentile
ranks and stanine scores. The mean NCE reading score of
50.95 converts to a meaningful derived percentile rank of
51 and a stanine score of 5, which is the middle stanine of
the average range. The mean NCE language score of 53.90
converts to a meaningful derived percentile rank of 57 and
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a stanine score of 5, which is the middle stanine of the
average range. The mean NCE mathematics score of 58.60
converts to a meaningful derived percentile rank of 66 and
a stanine score of 6, which is the highest stanine of the
average range (Tuckman, 1999).
Research Question #lc
California Achievement Test (CAT) normal curve
equivalent scores for reading total, language total, and
mathematics total for Caucasian students who attended
segregated schools are contained in Table 11. These
analyses, determining the consistency of the reading total,
language total, and mathematics total of Caucasian 5thgrade students in segregated schools, employing a single
classification Analysis of Variance (ANOVA), are displayed
in Table 12. As seen in Table 12, there was no significant
difference in the reading total (M = 63.80, SD = 20.21),
language total (M = 69.55, SD = 19.81), and math total (Af =
66.00, SD = 23.26) for Caucasian students attending
segregated schools F(2,51) = 0.38, p = .69.
The mean NCE scores for Caucasian students attending
segregated schools were converted to percentile ranks and
stanine scores. The mean NCE reading score of 63.80
converts to a meaningful derived percentile rank of 74 and
a stanine score of 6, which is the highest stanine of the
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average range. The mean NCE language score of 69.55
converts to a meaningful derived percentile rank of 82 and
a stanine score of 7, which is the lowest stanine of the
above average range. The mean NCE mathematics score of
66.00 converts to a meaningful derived percentile rank of
78 and a stanine score of 7, which is the lowest stanine of
the above average range (Tuckman, 1999).
Overarching Research Question #2
Did 5th-grade African American and Hispanic American
and Caucasian students who were in the racially
identifiable schools with same race low (integrated)
African American and low Hispanic American and low
Caucasian enrollment have consistent reading total, math
total, and language total Norm Reference Test (NRT) Normal
Curve Equivalent (NCE) scores?
Research Question #2a
California Achievement Test (CAT) normal curve
equivalent scores for reading total, language total, and
mathematics total for African American students who
attended integrated schools are contained in Table 13.
These analyses, determining the consistency of the reading
total, language total, and mathematics total of African
American 5th-grade students in integrated schools,
employing a single classification Analysis of Variance
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(ANOVA), are displayed in Table 14. As seen in Table 14,
there was no significant difference in the reading total (M
= 44.90, SD = 14.69), language total (M = 49.20, SD =
15.88), and math total (M = 52.40, SD = 12.10) for African
American students attending integrated schools F(2,57) =
1.38, p = .26.
The mean NCE scores for African American students
attending integrated schools were converted to percentile
ranks and stanine scores. The mean NCE reading score of
44.90 converts to a meaningful derived percentile rank of
40 and a stanine score of 4, which is the lowest stanine of
the average range. The mean NCE language score of 49.20
converts to a meaningful derived percentile rank of 49 and
a stanine score of 5, which is the middle stanine of the
average range. The mean NCE mathematics score of 52.40
converts to a meaningful derived percentile rank of 55 and
a stanine score of 5, which is the middle stanine of the
average range (Tuckman, 1999).
Research Question #2b
California Achievement Test (CAT) normal curve
equivalent scores for reading total, language total, and
mathematics total for Hispanic American students who
attended integrated schools are contained in Table 15.
These analyses, determining the consistency of the reading
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total, language total, and mathematics total of Hispanic
American 5th-grade students in integrated schools,
employing a single classification Analysis of Variance
(ANOVA), are displayed in Table 16. As seen in Table 16,
there was no significant difference in the reading total (M
= 48.15, SD = 15.72), language total (M = 54.95, SD =
20.10), and math total (M = 57.95, SD = 21.49) for Hispanic
American students attending integrated schools F(2,57) =
1.36, p =

.26.

The mean NCE scores for Hispanic American students
attending integrated schools were converted to percentile
ranks and stanine scores. The mean NCE reading score of
48.15 converts to a meaningful derived percentile rank of
47 and a stanine score of 5, which is the middle stanine of
the average range. The mean NCE language score of 54.95
converts to a meaningful derived percentile rank of 59 and
a stanine score of 5, which is the middle stanine of the
average range. The mean NCE mathematics score of 57.95
converts to a meaningful derived percentile rank of 64 and
a stanine score of 6, which is the highest stanine of the
average range (Tuckman, 1999).
Research Question #2c
California Achievement Test (CAT) normal curve
equivalent scores for reading total, language total, and
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mathematics total for Caucasian students who attended
integrated schools are contained in Table 17. These
analyses, determining the consistency of the reading total,
language total, and mathematics total of Caucasian 5thgrade students in integrated schools, employing a single
classification Analysis of Variance (ANOVA), are displayed
in Table 18. As seen in Table 18, there was no significant
difference in the reading total (M = 71.15, SD = 21.74),
language total (M = 68.75, SD = 18.75), and math total (M =
70.05, SD = 19.35) for Caucasian students attending
integrated schools F(2,57) = 0.07, p = .93.
The mean NCE scores for Caucasian students attending
integrated schools were converted to percentile rank and
stanine scores. The mean NCE reading score of 71.15
converts to a meaningful derived percentile rank of 85 and
a stanine score of 7, which is the lowest stanine in the
above average range. The mean NCE language score of 68.75
converts to a meaningful derived percentile rank of 81 and
a stanine score of 7, which is the lowest stanine of the
above average range. The mean NCE mathematics score of
70.05 converts to a meaningful derived percentile rank of
83 and a stanine score of 7, which is the lowest stanine of
the above average range (Tuckman, 1999).
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Overarching Research Question #3
Did 5th-grade students attending racially identifiable
schools with same race high (segregated) African American
enrollment have congruent or different 5th-grade California
Achievement NCE scores for (a) reading total, (b) math
total, and (c) language total subtests compared to 5thgrade students attending racially identifiable schools with
same race low (integrated) African American enrollment?
Research Question #3a
CAT NCE total reading scores for 5th-grade African
American students attending segregated and integrated
schools are displayed in Table 19. The independent t test
results comparing total reading scores for African American
students attending segregated schools to total reading
scores for African American students attending integrated
schools are displayed in Table 20. As seen in Table 20
there was no significant difference between the total
reading scores for African American students attending
segregated schools (M = 37.80, SD = 20.99) compared to the
total reading scores for African American students
attending integrated schools (M = 44.90, SD = 14.69), t(38)
= -1.24, p = .22 (two-tailed), d = 0.40.
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Research Question #3b
CAT NCE total language scores for 5th-grade African
American students attending segregated and integrated
schools are displayed in Table 21. The independent t test
results comparing total language scores for African
American students attending segregated schools to total
language scores for African American students attending
integrated schools are displayed in Table 22. As seen in
Table 22 there was no significant difference between the
total language scores for African American students
attending segregated schools (Af = 49.30, SD = 22.71)
compared to the total language scores for African American
students attending integrated schools (M = 49.20, SD 15.88), t(38) = 0.02, p = .99 (two-tailed), d = .01.
Research Question #3c
CAT NCE total mathematics scores for 5th-grade African
American students attending segregated and integrated
schools are displayed in Table 23. The independent t test
results comparing total mathematics scores for African
American students attending segregated schools to total
mathematics scores for African American students attending
integrated schools are displayed in Table 24. As seen in
Table 24 there was no significant difference between the
total mathematics scores for African American students
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attending segregated schools (M = 47.70, SD = 18.64)
compared to the total language scores for African American
students attending integrated schools (M = 52.40, SD =
12.10), t(38) = -0.95, p = .35 (two-tailed), d = .31.
Overarching Research Question #4
Did 5th-grade students attending racially identifiable
schools with same race high (segregated) Hispanic American
enrollment have congruent or different 5th-grade California
Achievement NCE scores for (a) reading total, (b) math
total, and (c) language total subtests compared to 5thgrade students attending racially identifiable schools with
same race low (integrated) Hispanic American enrollment?
Research Question #4a
CAT NCE total reading scores for 5th-grade Hispanic
American students attending segregated and integrated
schools are displayed in Table 25. The independent t test
results comparing total reading scores for Hispanic
American students attending segregated schools to total
reading scores for Hispanic American students attending
integrated schools are displayed in Table 26. As seen in
Table 26 there was no significant difference between the
total reading scores for Hispanic American students
attending segregated schools (M = 50.95, SD - 16.68)
compared to the total reading scores for Hispanic American
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students attending integrated schools (M = 48.15, SD =
15.72), t(38) = 0.55, p = .59 (two-tailed), d = 0.17.
Research Question #4b
CAT NCE total language scores for 5th-grade Hispanic
American students attending segregated and integrated
schools are displayed in Table 27. The independent t test
results comparing total language scores for Hispanic
American students attending segregated schools to total
language scores for Hispanic American students attending
integrated schools are displayed in Table 28. As seen in
Table 28 there was no significant difference between the
total language scores for Hispanic American students
attending segregated schools (M = 53.90, SD = 17.08)
compared to the total language scores for Hispanic American
students attending integrated schools (Af = 54.95, SD =
20.10), t(38) = -0.18, p = .86 (two-tailed), d = 0.06.
Research Question #4c
CAT NCE total mathematics scores for 5th-grade
Hispanic American students attending segregated and
integrated schools are displayed in Table 29. The
independent t test results comparing total mathematics
scores for Hispanic American students attending segregated
schools to total mathematics scores for Hispanic American
students attending integrated schools are displayed in
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Table 30. As seen in Table 30 there was no significant
difference between the total mathematics scores for
Hispanic American students attending segregated schools (M
= 58.60, SD = 17.58) compared to the total language scores
for Hispanic American students attending integrated schools
(M = 57.95, SD = 21.49), t(38) = 0.10, p = .92 (twotailed) , d = 0.03.
Overarching Research Question #5
Did 5th-grade students attending racially identifiable
schools with same race high (segregated) Caucasian
enrollment have congruent or different 5th-grade California
Achievement NCE scores for (a) reading total, (b) math
total, and (c) language total subtests compared to 5thgrade students attending racially identifiable schools with
same race low (integrated) Caucasian enrollment?
Research Question #5a
CAT NCE total reading scores for 5th-grade Caucasian
students attending segregated and integrated schools are
displayed in Table 31. The independent t test results
comparing total reading scores for Caucasian students
attending segregated schools to total reading scores for
Caucasian students attending integrated schools are
displayed in Table 32. As seen in Table 32 there was no
significant difference between the total reading scores for
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Caucasian students attending segregated schools (M = 63.80
SD = 20.21) compared to the total reading scores for
Caucasian students

attending integrated

schools (M = 71.15

SD = 21.74), t(38)

= -1.11 ,p = .28 (two-tailed), d =

0.35.
Research Question #5b
CAT NCE total language scores for 5th-grade Caucasian
students attending segregated and integrated schools are
displayed in Table 33. The independent t test results
comparing total language scores for Caucasian students
attending segregated schools to total language scores for
Caucasian students attending integrated

schools are

displayed in Table 34. As seen in Table 34 there was no
significant difference between the total language scores
for Caucasian students attending segregated schools (M =
69.55, SD = 19.81) compared to the total language scores
for Caucasian students attending integrated schools (M =
68.75, SD = 18.75), t(38) = 0.13, p = .90 (two-tailed), d
0.04.
Research Question #5c
CAT NCE total mathematics scores for 5th-grade
Caucasian students attending segregated and integrated
schools are displayed in Table 35. The independent t test
results comparing total mathematics scores for Caucasian
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students attending segregated schools to total mathematics
scores for Caucasian students attending integrated schools
are displayed in Table 36. As seen in Table 36 there was no
significant difference between the total mathematics scores
for Caucasian students attending segregated schools (M =
66.00, SD = 23.26) compared to the total language scores
for Caucasian students attending integrated schools (M =
70.15, SD = 19.35), t(38) = -0.60, p = .55 (two-tailed), d
= 0.19.
Research questions #6 and #7 were used to analyze
student attendance and behavior in racially identifiable
schools with the same race enrollment. To determine if the
frequency of cases possessing some quality varies among
levels of a given factor or among combinations of levels of
two or more factors the chi-square test of goodness of fit
or the chi-square test of independence for k groups is used
(Preacher, 2001). Chi square can be influenced by small
expected frequencies. Yates' correction for continuity was
used when the expected frequencies fell between one and
five in more than 20 percent of the cells (Gravetter &
Wallnau, 2004; Fox, 1969; Triola, 1992).
Overarching Research Question #6
Did 5th-grade students attending racially identifiable
schools with same race high African American, Hispanic
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American, and Caucasian enrollment have a different number
of cumulative days absent compared to 5th-grade students
attending racially identifiable schools with same race low
African American, Hispanic American, and Caucasian
enrollment? The number of students with less than 12 days
absent was compared to the number of students with 12 or
more days absent.
Research Question #6a
Table 37 displays the African American students
attending segregated and integrated schools and whether
they had less than 12 days absent or 12 or more days
absent. Table 38 displays the frequency and percent of
African American students with less than 12 days absent and
12 or more days absent form segregated schools and
integrated schools. The chi-square (X2) test for
independence comparing the number of segregated students
with less than 12 or 12 or more days absent compared to the
number of integrated students with less than 12 or 12 or
more days absent was calculated using the Yates' correction
for continuity because the expected frequencies were less
than 5 in at least 20 percent of the cells (Gravetter &
Wallnau, 2004; Fox, 1969; Triola, 1992). The results of X2
displayed in Table 38 were not significantly statistically
different (X2 (1, N = 40) = 0.28). The null hypothesis of no
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difference for African American students attending
segregated schools compared to African American students
attending integrated schools number of days absent was not
rejected. There was no significant difference in the number
of days absent for African American students attending
segregated schools compared to African American students
attending integrated schools. Attendance was good for both
segregated and integrated students, and number of students
with less than 12 days absent was 90% for both groups.
Research Question #6b
Table 39 displays the Hispanic American students
attending segregated and integrated schools and whether
they had less than 12 days absent or 12 or more days
absent. Table 40 contains the frequency and percent of the
number of Hispanic American students with less than 12 days
absent and the number of Hispanic American students with 12
or more days absent from segregated schools and integrated
schools. The chi-square (X*) test for independence comparing
the number of segregated students with less than 12 or 12
or more days absent compared to the number of integrated
students with less than 12 or 12 or more days absent was
calculated using the Yates' correction for continuity
because the expected frequencies were less than 5 in at
least 20 percent of the cells (Gravetter & Wallnau, 2004;
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Fox, 1969; Triola, 1992). The results of 1? displayed in
Table 40 were not significantly statistically different (X1
(1, N = 40) = 0.20). The null hypothesis of no difference
for Hispanic American students attending segregated schools
compared to Hispanic American students attending integrated
schools number of days absent was not rejected. There was
no significant difference in the number of days absent for
Hispanic American students attending segregated schools
compared to Hispanic American students attending integrated
schools. Attendance was good for both segregated and
integrated students, and number of students with less than
12 days absent was 85% for both groups.
Research Question #6c
Table 41 displays the Caucasian students attending
segregated and integrated schools and whether they had less
than 12 days absent or 12 or more days absent. Table 42
contains the frequency and percent of the number of
Caucasian students with less than 12 days absent and the
number of Caucasian students with 12 or more days absent
from segregated schools and integrated schools. The chisquare (X1) test for independence comparing the number of
segregated students with less than 12 or 12 or more days
absent compared to the number of integrated students with
less than 12 or 12 or more days absent was calculated using
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the Yates' correction for continuity because the expected
frequencies were less than 5 in at least 20 percent of the
cells (Gravetter & Wallnau, 2004; Fox, 1969; Triola, 1992).
The results of X2 displayed in Table 42 were not
significantly statistically different (X2 (1, N = 40) =
0.91). The null hypothesis of no difference for Caucasian
students attending segregated schools compared to Caucasian
students attending integrated schools number of days absent
was not rejected. There was no significant difference in
the number of days absent for Caucasian students attending
segregated schools compared to Caucasian students attending
integrated schools. Attendance was good for both segregated
and integrated students, and number of students with less
than 12 days absent was 95% for the segregated students and
80% for the integrated students.
Overarching Research Question #7
Did 5th-grade students attending racially identifiable
schools with same race high African American, Hispanic
American, and Caucasian enrollment have a different number
of reported student disciplinary infractions compared to
5th-grade students attending racially identifiable schools
with same race low African American, Hispanic American, and
Caucasian enrollment? The number of students with no

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

108
discipline referrals was compared to the number of students
with one or more discipline referrals.
Research Question #7a
Table 43 displays the African American students
attending segregated and integrated schools and whether
they had no discipline infractions. Table 44 contains the
frequency and percent of the number of African American
students with zero discipline infractions and the number of
African American students with greater than zero discipline
infractions from segregated schools and integrated schools.
The chi-square (X2) test for independence comparing the
number of segregated students with zero or greater than
zero discipline infractions compared to the number of
integrated students with zero or greater than zero
discipline infractions was calculated using the Yates'
correction for continuity because the expected frequencies
were less than 5 in at least 20 percent of the cells
(Gravetter & Wallnau, 2004; Fox, 1969; Triola, 1992). The
results of X2 displayed in Table 44 were not statistically
significantly different (X2 (1, N = 40) = 0.67). The null
hypothesis of no difference for African American students
attending segregated schools compared to African American
students attending integrated schools number of discipline
infractions was not rejected. There was no significant
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difference in the number of discipline infractions for
African American students attending segregated schools
compared to African American students attending integrated
schools. Behavior as measured by reported discipline
infractions was good for both segregated and integrated
students, and number of students with zero discipline
infractions was 65% for the segregated students and 85% for
the integrated students.
Research Question #7b
Table 45 displays the Hispanic American students
attending segregated and integrated schools and whether
they had no discipline infractions. Table 46 contains the
frequency and percent of the number of Hispanic American
students with zero discipline infractions and the number of
Hispanic American students with greater than zero
discipline infractions from segregated schools and
integrated schools. The chi-square (X2) test for
independence comparing the number of segregated students
with zero or greater than zero discipline infractions
compared to the number of integrated students with zero or
greater than zero discipline infractions was calculated
using the Yates' correction for continuity because the
expected frequencies were less than 5 in at least 20
percent of the cells (Gravetter & Wallnau, 2004; Fox, 1969;

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

110

Triola, 1992). The results of X2 displayed in Table 44 were
not significantly statistically different (X2 (1, N = 40) =
0.00). The null hypothesis of no difference for Hispanic
American students attending segregated schools compared to
Hispanic American students attending integrated schools
number of discipline infractions was not rejected. There
was no significant difference in the number of discipline
infractions for Hispanic American students attending
segregated schools compared to Hispanic American students
attending integrated schools. Behavior as measured by
reported discipline infractions was good for both
segregated and integrated students, and number of students
with zero discipline infractions was 100% for the
segregated students and 95% for the integrated students.
Research Question #7c
Table 47 displays the Caucasian students attending
segregated and integrated schools and whether they had no
discipline infractions. Table 48 contains the frequency and
percent of the number of Caucasian students with zero
discipline infractions and the number of Caucasian students
with greater than zero discipline infractions from
segregated schools and integrated schools. The chi-square
(X2) test for independence was not conducted because there
were no students in either group with greater than zero
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discipline infractions. The null hypothesis of no
difference for Caucasian students attending segregated
schools compared to Caucasian students attending integrated
schools number of discipline infractions was not rejected.
There was no difference in the number of discipline
infractions for Caucasian students attending segregated
schools compared to Caucasian students attending integrated
schools. Behavior as measured by reported discipline
infractions was good for both segregated and integrated
students, and the number of students with zero discipline
infractions was 100% for both groups.
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Table 1
Demographic Information of African American Students in
Racially Segregated Schools

Students

Race

Gender

Free/Reduced
Lunch

1

African American

Male

Yes

2

African American

Female

Yes

3

African American

Female

Yes

4

African American

Female

Yes

5

African American

Male

Yes

6

African American

Female

Yes

7

African American

Female

Yes

8

African American

Female

Yes

9

African American

Female

Yes

10

African American

Female

Yes

11

African American

Female

Yes

12

African American

Female

Yes

13

African American

Female

Yes

14

African American

Female

Yes

15

African American

Female

Yes

16

African American

Female

Yes

17

African American

Male

No

18

African American

Female

Yes
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Table 1 (Cont.)
Demographic Information of African American Students in
Racially Segregated Schools

Race

Gender

Free/Reduced
Lunch

19

African American

Female

Yes

20

African American

Female

Yes

Students
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Table 2
Demographic Information of African American Students in
Racially Integrated Schools

Students

Race

Gender

Free/Reduced
Lunch

1

African American

Male

Yes

2

African American

Female

Yes

3

African American

Female

Yes

4

African American

Female

Yes

5

African American

Female

Yes

6

African American

Male

Yes

7

African American

Male

Yes

8

African American

Female

Yes

9

African American

Male

Yes

10

African American

Female

Yes

11

African American

Male

No

12

African American

Female

Yes

13

African American

Female

Yes

14

African American

Male

Yes

15

African American

Male

Yes

16

African American

Male

Yes

17

African American

Male

Yes

18

African American

Female

Yes
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Table 2 (Cont.)
Demographic Information of African American Students in
Racially Integrated Schools

Students

Free/Reduced
Lunch

Race

Gender

19

African American

Female

Yes

20

African American

Male

Yes
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Table 3
Demographic Information of Hispanic American Students in
Racially Segregated Schools

Students

Race

Gender

Free/Reduced
Lunch

1

Hispanic American

Female

No

2

Hispanic American

Female

No

3

Hispanic American

Male

Yes

4

Hispanic American

Male

Yes

5

Hispanic American

Female

No

6

Hispanic American

Male

Yes

7

Hispanic American

Male

No

8

Hispanic American

Male

Yes

9

Hispanic American

Male

No

10

Hispanic American

Male

Yes

11

Hispanic American

Male

Yes

12

Hispanic American

Female

Yes

13

Hispanic American

Male

Yes

14

Hispanic American

Female

No

15

Hispanic American

Female

Yes

16

Hispanic American

Female

Yes

17

Hispanic American

Male

Yes

18

Hispanic American

Female

Yes
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Table 3 (Cont.)
Demographic Information of Hispanic American Students in
Racially Segregated Schools

Students

Race

Gender

Free/Reduced
Lunch

19

Hispanic American

Male

Yes

20

Hispanic American

Male

No
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Table 4
Demographic Information of Hispanic American Students in
Racially Integrated Schools

Students

Race

Gender

Free/Reduced
Lunch

1

Hispanic American

Male

No

2

Hispanic American

Female

Yes

3

Hispanic American

Male

Yes

4

Hispanic American

Female

Yes

5

Hispanic American

Female

No

6

Hispanic American

Female

Yes

7

Hispanic American

Female

Yes

8

Hispanic American

Male

Yes

9

Hispanic American

Female

Yes

10

Hispanic American

Female

Yes

11

Hispanic American

Male

Yes

12

Hispanic American

Female

Yes

13

Hispanic American

Male

Yes

14

Hispanic American

Male

Yes

15

Hispanic American

Female

Yes

16

Hispanic American

Male

Yes

17

Hispanic American

Male

Yes

18

Hispanic American

Female

Yes
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Table 4 (Cont.)
Demographic Information of Hispanic American Students in
Racially Integrated Schools

Students

Race

Gender

Free/Reduced
Lunch

19

Hispanic American

Female

Yes

20

Hispanic American

Male

No
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Table 5
Demographic Information of Caucasian Students in Racially
Segregated Schools

Students

Free/Reduced
Lunch

Race

Gender

1

Caucasian

Female

Yes

2

Caucasian

Female

No

3

Caucasian

Female

Yes

4

Caucasian

Male

Yes

5

Caucasian

Female

Yes

6

Caucasian

Male

No

7

Caucasian

Female

Yes

8

Caucasian

Male

Yes

9

Caucasian

Female

Yes

10

Caucasian

Female

Yes

11

Caucasian

Female

Yes

12

Caucasian

Female

Yes

13

Caucasian

Female

Yes

14

Caucasian

Female

Yes

15

Caucasian

Female

Yes

16

Caucasian

Female

No

17

Caucasian

Male

Yes

18

Caucasian

Female

Yes
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Table 5 (Cont.)
Demographic Information of Caucasian Students in Racially
Segregated Schools

Students

Free/Reduced
Lunch

Race

Gender

19

Caucasian

Female

Yes

20

Caucasian

Female

Yes
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Table 6
Demographic Information of Caucasian Students in Racially
Integrated Schools

Students

Free/Reduced
Lunch

Race

Gender

1

Caucasian

Female

Yes

2

Caucasian

Female

No

3

Caucasian

Female

Yes

4

Caucasian

Female

Yes

5

Caucasian

Male

Yes

6

Caucasian

Male

No

7

Caucasian

Female

Yes

8

Caucasian

Male

No

9

Caucasian

Male

Yes

10

Caucasian

Male

Yes

11

Caucasian

Female

Yes

12

Caucasian

Male

Yes

13

Caucasian

Male

Yes

14

Caucasian

Female

Yes

15

Caucasian

Male

No

16

Caucasian

Female

Yes

17

Caucasian

Female

No

18

Caucasian

Female

Yes
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Table 6 (Cont.)
Demographic Information of Caucasian Students in Racially
Integrated Schools

Students

Race

Gender

Free/Reduced
Lunch

19

Caucasian

Male

No

20

Caucasian

Female

No
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Table 7
NCE Test Scores for African American Students in Segregated
Schools

Students (a)

Reading

Language

Math

1

10

1

19

2

8

24

26

3

21

26

20

4

36

24

32

5

29

30

35

6

28

40

37

7

29

48

34

8

43

34

35

9

26

50

38

10

27

47

42

11

24

39

57

12

7

65

71

13

39

56

58

14

44

58

55

15

48

62

55

16

58

68

51
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Table 7 (Cont.)
NCE Test Scores for African American Students in Segregated
Schools

Students (a)

Reading

Lanquaqe

Math

17

77

62

58

18

69

80

77

19

71

77

79

20

62

95

75

(a) Note: Numbers correspond with Table 1.
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Table 8
Consistency of NCE Scores for African American Students in
Segregated Schools

African American Segregated
ANOVA: Single Factor
Groups

Count

CAT NCE Reading Total
CAT NCE Language Total
CAT NCE Math Total

ANOVA
Source of
Variation

Between Groups
Within Groups
Total

SS

1552.13
24771.60
26323.73

20
20
20

df
2
57
59

Sum

756
986
954

MS
776.07
434.59

M( a)

SD

37.80
49.30
47.70

20.99
22.71
18.64

F

P

1.79

0.18

(a) Note: Meaningful, derived percentile ranks and stanine
scores for mean NCE reading score of 37.80 are percentile
rank of 28 and stanine 4, for mean NCE language score of
49.3 are percentile rank of 49 and stanine 5, and for mean
NCE math score of 47.70 are percentile rank of 46 and
stanine 5.
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Table 9
NCE Test Scores for Hispanic American Students in
Segregated Schools

Students (a)

Reading

Language

Math

1

13

37

49

2

28

40

35

3

37

37

28

4

54

17

44

5

44

52

34

6

54

38

51

7

31

58

61

8

41

47

59

9

45

50

55

10

47

54

56

11

50

49

61

12

50

64

52

13

62

58

48

14

46

58

73

15

67

50

60

16

65

62

78
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Table 9 (Cont.)
NCE Test Scores for Hispanic American Students in
Segregated Schools

Students (a)

Reading

Lanquaqe

Math

17

65

65

76

18

66

66

82

19

85

77

71

20

69

99

99

(a) Note: Numbers correspond with Table 3.
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Table 10
Consistency of NCE Scores for Hispanic American Students in
Segregated Schools

Hispanic American Segregated
ANOVA: Single Factor
Groups

Count

CAT NCE Reading Total
CAT NCE Language Total
CAT NCE Math Total

ANOVA
Source of
Variation

Between Groups
Within Groups
Total

SS

595.43
16699.55
17294.98

20
20
20

df

2
57
59

Sum

M( a)

SD

1019
1078
1172

50.95
53.90
58.60

16.68
17.08
17.58

MS
297.72
292.97

F
1.02

P
0.37

(a) Note: Meaningful, derived percentile ranks and stanine
scores for mean NCE reading score of 50.95 are percentile
rank of 51 and stanine 5, for mean NCE language score of
53.9 are percentile rank of 57 and stanine 5, and for mean
NCE math score of 58.60 are percentile rank of 66 and
stanine 6.
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Table 11
NCE Test Scores for Caucasian Students in Segregated
Schools

Students (a)

Reading

Language

Math

1

24

36

39

2

31

42

44

3

39

49

45

4

47

43

45

5

59

68

15

6

43

53

47

7

69

47

37

8

44

58

60

9

52

73

68

10

71

72

69

11

69

65

84

12

74

78

76

13

70

74

84

14

78

78

79

15

81

88

71

16

74

92

84
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Table 11 (Cont.)
NCE Test Scores for Caucasian Students in Segregated
Schools

Students (a)

Reading

Languaqe

Math

17

89

85

87

18

83

92

90

19

94

99

99

20

85

99

97

(a) Note: Numbers correspond with Table 5.
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Table 12
Consistency of NCE Scores for Caucasian Students' in
Segregated Schools

Caucasian Segregated
ANOVA: Single Factor
Groups

Count

CAT NCE Reading Total
CAT NCE Language Total
CAT NCE Math Total

ANOVA
Source of
Variation
Between Groups
Within Groups
Total

SS
336.70
25492.15
25828.85

20
20
20

df
2
57
59

Sum

M( a)

SD

1276
1391
1320

63.80
69.55
66.00

20.21
19.81
23.26

MS
168.35
447.23

F

0.38

P
0.69

(a) Note: Meaningful, derived percentile ranks and stanine
scores for mean NCE reading score of 63.80 are percentile
rank of 74 and stanine 6, for mean NCE language score of
69.55 are percentile rank of 82 and stanine 7, and for mean
NCE math score of 66.00 are percentile rank of 78 and
stanine 7.
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Table 13
NCE Test scores for African American Students in Integrated
Schools

Students (a)

Reading

Language

Math

1

26

24

33

2

4

36

54

3

32

28

39

4

40

48

40

5

31

52

52

6

43

49

39

7

43

34

58

8

42

55

39

9

38

46

55

10

52

44

47

11

48

58

41

12

51

50

44

13

46

55

58

14

54

35

71

15

58

40

65

16

45

60

65
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Table 13 (Cont.)
NCE Test scores for African American Students in Integrated
Schools

Students (a)

Reading

Lanquage

Math

17

61

56

55

18

51

53

73

19

71

62

50

20

62

99

70

(a) Note: Numbers correspond with Table 2.
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Table 14
Consistency of NCE Scores for African American Students in
Integrated Schools
African American Integrated
ANOVA: Single Factor
Groups

Count

CAT NCE Reading Total
CAT NCE Language Total
CAT NCE Math Total

ANOVA
Source of
Variation

Between Groups
Within Groups
Total

SS

566. 53
11669. 80
12236. 33

20
20
20

df

2
57
59

Sum

M( a)

SD

898
984
1048

44.90
49.20
52.40

14.69
15.88
12.10

MS

283.27
204.73

F

P

1.38

0.26

(a) Note: Meaningful, derived percentile ranks and stanine
scores for mean NCE reading score of 44.90 are percentile
rank of 40 and stanine 4, for mean NCE language score of
49.20 are percentile rank of 49 and stanine 5, and for mean
NCE math score of 52.40 are percentile rank of 55 and
stanine 5.
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Table 15
NCE Test Scores for Hispanic American Students in
Integrated Schools

Students (a)

Reading

Language

Math

1

29

23

23

2

24

22

38

3

28

33

25

4

19

33

37

5

37

46

38

6

40

46

47

7

45

42

52

8

45

44

55

9

51

53

48

10

53

56

54

11

50

53

61

12

53

61

52

13

50

56

64

14

65

58

55

15

50

72

76

16

54

84

77
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Table 15 (Cont.)
NCE Test Scores for Hispanic American Students in
Integrated Schools

Students (a)

Reading

Lanquaqe

Math

17

57

68

92

18

73

80

89

19

59

99

77

20

81

70

99

(a) Note: Numbers correspond with Table 4.
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Table 16
Consistency of NCE Scores for Hispanic American Students in
Integrated Schools
Hispanic American Integrated
ANOVA: Single Factor
Groups

Count

CAT NCE Reading Total
CAT NCE Language Total
CAT NCE Math Total

ANOVA
Source of
Variation

Between Groups
Within Groups
Total

SS

1008.53
21136.45
22144.98

20
20
20

df

2
57
59

Sum

963
1099
1159

MS
504.27
370.81

M(a)

48.15
54.95
57.95

SD
15.72
20.10
21.49

F

P

1.36

0.26

(a) Note: Meaningful, derived percentile ranks and stanine
scores for mean NCE reading score of 48.15 are percentile
rank of 47 and stanine 5, for mean NCE language score of
54.95 are percentile rank of 59 and stanine 5, and for mean
NCE math score of 57.95 are percentile rank of 64 and
stanine 6.
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Table 17
NCE Test Scores for Caucasian Students in Integrated
Schools

Students (a)

Reading

Language

Math

1

21

22

39

2

43

41

55

3

51

58

29

4

33

65

49

5

47

59

55

6

62

59

52

7

74

58

66

8

77

68

58

9

73

66

67

10

71

61

76

11

69

80

70

12

87

67

82

13

91

66

80

14

83

78

90

15

90

69

92

16

91

88

87
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Table 17 (Cont.)
NCE Test Scores for Caucasian Students in Integrated
Schools

Students (a)

Readinq

Lanquaqe

Math

17

81

99

76

18

89

96

90

19

96

76

99

20

94

99

89

(a) Note: Numbers correspond with Table 6.
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Table 18
Consistency of NCE Scores for Caucasian Students in
Integrated Schools

Caucasian Integrated
ANOVA: Single Factor
Groups

Count

CAT NCE Reading Total
CAT NCE Language Total
CAT NCE Math Total

ANOVA
Source of
Variation

Between Groups
Within Groups
Total

SS

57. 73
22771. 25
22828. 98

20
20
20

df

2
57
59

Sum

M( a)

SD

1423
1375
1401

71.15
68.75
70.05

21.74
18.75
19.35

MS

28.87
399.50

F

0.07

P
0.93

(a) Note: Meaningful, derived percentile ranks and stanine
scores for mean NCE reading score of 71.15 are percentile
rank of 85 and stanine 7, for mean NCE language score of
68.75 are percentile rank of 81 and stanine 7, and for mean
NCE math score of 70.05 are percentile rank of 83 and
stanine 7.
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Table 19
NCE Reading Scores for African American Students Attending
Segregated and Integrated Schools

Segregated Schools
Students (a)

Reading

Integrated Schools
Students (b)

Reading

1

10

1

26

2

8

24

4

3

21

26

32

4

36

24

40

5

29

30

31

6

28

40

43

7

29

48

43

8

43

34

42

9

26

50

38

10

27

47

52

11

24

39

48

12

7

65

51

13

39

56

46

14

44

58

54

15

48

62

58

16

58

68

45

17

77

62

61
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Table 19 (Cont.)
NCE Reading Scores for African American Students Attending
Segregated and Integrated Schools

Seqreqated Schools
Students (a)

Readinq

Inteqrated Schools
Students (b)

Readinq

18

69

80

51

19

71

77

71

20

62

95

62

(a) Note: Numbers correspond with Table 7
(b) Note: Numbers correspond with Table 13
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Table 20
Segregated African American Students Compared to Integrated
African American Students NCE Reading Scores

Sources
Of Data
Reading

Reading

Reading

Segregated

Integrated

Students

Students

M

SD

37.80 (20.99)

M

SD

Effect
Size

44.90 (14.69) 0.40

t

p

-1.24 .22
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Table 21
NCE Language Scores for African American Students Attending
Segregated and Integrated Schools

Segregated Schools

Integrated Schools

Students (a)

Language

Students (b)

Language

1

1

1

24

2

24

2

36

3

26

3

28

4

24

4

48

5

30

5

52

6

40

6

49

7

48

7

34

8

34

8

55

9

50

9

46

10

47

10

44

11

39

11

58

12

65

12

50

13

56

13

55

14

58

14

35

15

62

15

40

16

68

16

60

17

62

17

56
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Table 21 (Cont.)
NCE Language Scores for African American Students Attending
Segregated and Integrated Schools

Segregated Schools
Students (a)

Language

Integrated Schools
Students (b)

Language

18

80

18

53

19

77

19

62

20

95

20

99

(a)

Note: Numbers correspond with Table 7

(b)

Note: Numbers Correspond with Table 13
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Table 22
Segregated African American Students Compared to Integrated
African American Students NCE Language Scores

Sources
Of Data

Language

Language

Language

Segregated

Integrated

Students

Students

M

SD

49.30 (22.71)

M

SD

Effect
Size

49.20 (15.88) 0.01

t

P

-0.02 .99
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Table 23
NCE Math Scores for African American Students Attending
Segregated and Integrated Schools

Segregated Schools
Students (a)

Math

Integrated Schools
Students (b)

Math

1

19

1

33

2

26

2

54

3

20

3

39

4

32

4

40

5

35

5

52

6

37

6

39

7

34

7

58

8

35

8

39

9

38

9

55

10

42

10

47

11

57

11

41

12

71

12

44

13

58

13

58

14

55

14

71

15

55

15

65

16

51

16

65
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Table 23 (Cont.)
NCE Math Scores for African American Students Attending
Segregated and Integrated Schools

Seqreqated Schools
Students (a)

Math

Inteqrated Schools
Students (b)

Math

17

58

17

55

18

77

18

73

19

79

19

50

20

75

20

70

(a)

Note: Numbers correspond with Table 7

(b)

Note: Numbers Correspond with Table 13
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Table 24
Segregated African American Students Compared to Integrated
African Students NCE Math Scores

Sources
Of Data
Math

Mathematics

Mathematics

Segregated

Integrated

Students

Students

M

SD

47.70 (18.64)

M

SD

Effect
Size

52.40 (12.10) 0.31

t

P

-0.95 .35
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Table 25
NCE Reading Scores for Hispanic American Students Attending
Segregated and Integrated Schools

Segregated Schools
Students (a)

Reading

Integrated Schools
Students (b)

Reading

1

13

1

29

2

28

2

24

3

37

3

28

4

54

4

19

5

44

5

37

6

54

6

40

7

31

7

45

8

41

8

45

9

45

9

51

10

47

10

53

11

50

11

50

12

50

12

53

13

62

13

50

14

46

14

65

15

67

15

50

16

65

16

54

17

65

17

57
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Table 25 (Cont.)
NCE Reading Scores for Hispanic American Students Attending
Segregated and Integrated Schools

Seqreqated Schools
Students (a)

Readinq

Inteqrated Schools
Students (b)

Readinq

18

66

18

73

19

85

19

59

20

69

20

81

(a) Note: Numbers correspond with Table 9
(b) Note: Numbers correspond with Table 15
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Table 26
Segregated Hispanic American Students Compared to
Integrated Hispanic American Students NCE Reading Scores

Sources
Of Data
Reading

Reading

Reading

Segregated

Integrated

Students

Students

M

SD

50.95 (16.68)

M

SD

Effect
Size

48.15 (15.72) 0.17
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0.55 .59
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Table 27
NCE Language Scores for Hispanic American Students
Attending Segregated and Integrated schools

Segregated Schools
Students (a)

Language

Integrated Schools
Students (b)

Language

1

37

1

23

2

40

2

22

3

37

3

33

4

17

4

33

5

52

5

46

6

38

6

46

7

58

7

42

8

47

8

44

9

50

9

53

10

54

10

56

11

49

11

53

12

64

12

61

13

58

13

56

14

58

14

58

15

50

15

72

16

62

16

84

17

65

17

68
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Table 27 (Cont.)
NCE Language Scores for Hispanic American Students
Attending Segregated and Integrated schools

Segregated Schools
Students (a)

Language

Integrated Schools
Students (b)

Language

18

66

18

80

19

77

19

99

20

99

20

70

(a)

Note: Numbers correspond with Table 9

(b)

Note: Numbers Correspond with Table 15
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Table 28
Segregated Hispanic American Students Compared to
Integrated Hispanic American Students NCE Language Scores

Sources
Of Data

Language

Segregated

Integrated

Students

Students

M

SD

SD

•
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p
VO

54.95 (20.10) 0.06

t

00

53.90 (17.08)

M

Effect
Size

00
1— 1
o
1

Language

Language
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Table 29
NCE Math scores for Hispanic American Students Attending
Segregated and Integrated schools

Segregated Schools
Students (a)

Math

Integrated Schools
Students (b)

Math

1

49

1

23

2

35

2

38

3

28

3

25

4

44

4

37

5

34

5

38

6

51

6

47

7

61

7

52

8

59

8

55

9

55

9

48

10

56

10

54

11

61

11

61

12

52

12

52

13

48

13

64

14

73

14

55

15

60

15

76

16

78

16

77

17

76

17

92
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Table 29 (Cont.)
NCE Math scores for Hispanic American Students Attending
Segregated and Integrated schools

Seqreqated Schools
Students (a)

Math

Inteqrated Schools
Students (b)

Math

18

82

18

89

19

71

19

77

20

99

20

99

(a)

Note: Numbers correspond with Table 9

(b)

Note: Numbers Correspond with Table 15
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Table 30
Segregated Hispanic American Students Compared to
Integrated Hispanic American Students NCE Math Scores

Sources
Of Data
Math

Mathematics

Mathematics

Segregated

Integrated

Students

Students

M

SD

58.60 (17.58)

M

SD

Effect
Size

57.95 (21.49) 0.03

t
0.10
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Table 31
NCE Reading Scores for Caucasian Students Attending
Segregated and Integrated Schools

Segregated Schools
Students (a)

Reading

Integrated Schools
Students (b)

Reading

1

24

1

21

2

31

2

43

3

39

3

51

4

47

4

33

5

59

5

47

6

43

6

62

7

69

7

74

8

44

8

77

9

52

9

73

10

71

10

71

11

69

11

69

12

74

12

87

13

70

13

91

14

78

14

83

15

81

15

90

16

74

16

91

17

89

17

81
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Table 31 (Cont.)
NCE Reading Scores for Caucasian Students Attending
Segregated and Integrated Schools

Segregated Schools
Students (a)

Reading

Integrated Schools
Students (b)

Reading

18

83

18

89

19

94

19

96

20

85

20

94

(a) Note: Numbers correspond with Table 11
(b) Note: Numbers correspond with Table 17
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Table 32
Segregated Caucasian Students Compared to Integrated
Caucasian Students NCE Reading Scores

Sources
Of Data
Reading

Reading

Reading

Segregated

Integrated

Students

Students

M

SD

63.80 (20.21)

M

SD

Effect
Size

71.15 (21.74) 0.35

t

P

-1.11 .28
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Table 33
NCE Language Scores for Caucasian Students Attending
Segregated and Integrated Schools

Segregated Schools
Students (a)

Language

Integrated Schools
Students (b)

Language

1

36

1

22

2

42

2

41

3

49

3

58

4

43

4

65

5

68

5

59

6

53

6

59

7

47

7

58

8

58

8

68

9

73

9

66

10

72

10

61

11

65

11

80

12

78

12

67

13

74

13

66

14

78

14

78

15

88

15

69

16

92

16

88

17

85

17

99
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Table 33 (Cont.)
NCE Language Scores for Caucasian Students Attending
Segregated and Integrated Schools

Segregated Schools
Students (a)

Language

Integrated Schools
Students (b)

Language

18

92

18

96

19

99

19

76

20

99

20

99

(a)

Note: Numbers correspond with Table 11

(b)

Note: Numbers Correspond with Table 17
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Table 34
Segregated Caucasian Students Compared to Integrated
Caucasian Students NCE Language Scores

Sources
Of Data
Language

Language

Language

Segregated

Integrated

Students

Students

M

SD

69.55 (19.81)

M

SD

Effect
Size

68.75 (18.75) 0.04
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t
0.13

P
.90

166
Table 35
NCE Math Scores for Caucasian Students Attending Segregated
and Integrated Schools

Segregated Schools
Students (a)

Math

integrated Schools
Students (b)

Math

1

39

1

39

2

44

2

55

3

45

3

29

4

45

4

49

5

15

5

55

6

47

6

52

7

37

7

66

8

60

8

58

9

68

9

67

10

69

10

76

11

84

11

70

12

76

12

82

13

84

13

80

14

79

14

90

15

71

15

92

16

84

16

87

17

87

17

76
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Table 35 (Cont.)
NCE Math Scores for Caucasian Students Attending Segregated
and Integrated Schools

Seqregated Schools
Students (a)

Math

Integrated Schools
Students (b)

Math

18

90

18

90

19

99

19

99

20

97

20

89

(a)

Note: Numbers correspond with Table 11

(b)

Note: Numbers Correspond with Table 17
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Table 36
Segregated Caucasian Students Compared to Integrated
Caucasian Students NCE Math Scores

Sources
Of Data
Math

Mathematics

Mathematics

Segregated

Integrated

Students

Students

M

SD

66.00 (23.26)

M

SD

Effect
Size

70.15 (19.35) 0.19

t

P

-0.60 .55
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Table 37
Attendance for African American Students from Segregated
and Integrated Schools

Segregated Schools

Integrated Schools

Less than
Students (a)

12 Days Absent

Less than
Students (b)

12 Days Absent

1

No

1

Yes

2

Yes

2

Yes

3

Yes

3

Yes

4

Yes

4

Yes

5

Yes

5

Yes

6

Yes

6

Yes

7

No

7

Yes

8

Yes

8

Yes

9

Yes

9

Yes

10

Yes

10

Yes

11

Yes

11

Yes

12

Yes

12

Yes

13

Yes

13

Yes

14

Yes

14

Yes

15

Yes

15

Yes

16

Yes

16

No
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Table 37 (Cont.)
Attendance for African American Students from Segregated
and Integrated Schools

Seqreqated Schools

Inteqrated Schools

Less than
Students (a)

12 Days Absent

Less than
Students (b)

12 Days Absent

17

Yes

17

Yes

18

Yes

18

No

19

Yes

19

Yes

20

Yes

20

Yes

(a)

Note: Numbers correspond with Table 1

(b)

Note: Numbers correspond with Table 2
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Table 38
Segregated African American Students Compared to Integrated
African American Students Attendance

Segregated
Days Absent

Less than 12
12 or More
Total

N (%)

Integrated
N (%)

18 (90%)

18 (90%)

2 (10%)

2 (10%)

20 (100%)

20 (100%)

^

(a)

0.28

(a) Note: Yates' correction for continuity was used because
of the number of cells with expected frequency less than 10
(Triola, 1992). X1 not significant for Observed verses
Expected cell frequencies with df = 1 and tabled value =
6.64 for alpha level of .01.
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Table 39
Attendance for Hispanic American Students from Segregated
and Integrated Schools

Segregated Schools

Integrated Schools

Less than
Students (a)

12 Days Absent

Less than
Students (b)

12 Days Absent

1

No

1

No

2

Yes

2

No

3

Yes

3

Yes

4

No

4

No

5

Yes

5

Yes

6

Yes

6

Yes

7

Yes

7

Yes

8

Yes

8

Yes

9

Yes

9

Yes

10

Yes

10

Yes

11

No

11

Yes

12

Yes

12

Yes

13

Yes

13

Yes

14

Yes

14

Yes

15

Yes

15

Yes

16

Yes

16

Yes
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Table 39 (Cont.)
Attendance for Hispanic American Students from Segregated
and Integrated Schools

Seqreqated Schools

Inteqrated Schools

Less than
Students (a)

12 Days Absent

Less than
Students (b)

12 Days Absent

17

Yes

17

Yes

18

Yes

18

Yes

19

Yes

19

Yes

20

Yes

20

Yes

(a)

Note: Numbers correspond with Table 3

(b)

Note: Numbers correspond with Table 4
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Table 40
Segregated Hispanic American Students Compared to
Integrated Hispanic American Students Attendance

Segregated
Days Absent

Less than 12
12 or More
Total

N (%)

Integrated
N (%)

17 (85%)

17 (85%)

3 (15%)

3 (15%)

20 (100%)

20 (100%)

* (a)

0.20

(a) Note: Yates' correction for continuity was used because
of the number of cells with expected frequency less than 10
(Triola, 1992). Y2 not significant for Observed verses
Expected cell frequencies with df = 1 and tabled value =
6.64 for alpha level of .01.
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Table 41
Attendance for Caucasian Students from Segregated and
Integrated Schools

Segregated Schools

Integrated Schools

Less than
Students (a)

12 Days Absent

Less than
Students (b)

12 Days Absent

1

Yes

1

No

2

Yes

2

Yes

3

Yes

3

Yes

4

Yes

4

Yes

5

Yes

5

Yes

6

No

6

Yes

7

Yes

7

Yes

8

Yes

8

Yes

9

Yes

9

Yes

10

Yes

10

Yes

11

Yes

11

Yes

12

Yes

12

No

13

Yes

13

Yes

14

Yes

14

Yes

15

Yes

15

Yes

16

Yes

16

Yes
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Table 41 (Cont.)
Attendance for Caucasian Students from Segregated and
Integrated Schools

Seqreqated Schools

Inteqrated Schools

Less than
Students (a)

12 Days Absent

Less than
Students (b)

12 Days Absent

17

Yes

17

Yes

18

Yes

18

Yes

19

Yes

19

No

20

Yes

20

No

(a)

Note: Numbers correspond with Table 5

(b)

Note: Numbers correspond with Table 6
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Table 42
Segregated Caucasian Students Compared to Integrated
Caucasian Students Attendance

Segregated
Days Absent

Less than 12
12 or More
Total

N (%)

Integrated
N (%)

19 (95%)

16 (80%)

1 (5%)

4 (20%)

20 (100%)

20 (100%)

^

(a)

0.91

(a) Note: Yates' correction for continuity was used because
of the number of cells with expected frequency less than 10
(Triola, 1992). X1 not significant for Observed verses
Expected cell frequencies with df = 1 and tabled value =
6.64 for alpha level of .01.
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Table 43
Behavior of African American Students from Segregated and
Integrated Schools

Segregated Schools

Students (a)

Zero
Discipline
Infractions

Integrated Schools

Students (b)

Zero
Discipline
Infractions

1

No

1

No

2

Yes

2

Yes

3

NO

3

Yes

4

Yes

4

Yes

5

No

5

Yes

6

Yes

6

No

7

No

7

Yes

8

NO

8

Yes

9

Yes

9

Yes

10

Yes

10

Yes

11

Yes

11

Yes

12

No

12

Yes

13

Yes

13

Yes

14

No

14

Yes

15

Yes

15

No

16

Yes

16

Yes
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Table 43 (Cont.)
Behavior of African American Students from Segregated and
Integrated Schools

Seqreqated Schools

Inteqrated Schools

Zero

Zero

Discipline

Discipline

Students (a)

Infractions

17

Yes

17

Yes

18

Yes

18

Yes

19

Yes

19

Yes

20

Yes

20

Yes

Students (b)

(a)

Note: Numbers correspond with Table 1

(b)

Note: Numbers correspond with Table 2

Infractions
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Table 44
Segregated African American Students Compared to Integrated
African American Students Discipline

Segregated
Discipline
Infractions

Zero
One or More
Total

N (%)

Integrated
N (%)

13 (65%)

17 (85%)

7 (35%)

3 (15%)

20 (100)

20 (100)

X1 (a)

0.67

(a) Note: Yates' correction for continuity was used because
of the number of cells with expected frequency less than 10
(Triola, 1992). X* not significant for Observed verses
Expected cell frequencies with df = 1 and tabled value =
6.64 for alpha level of .01.
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Table 45
Discipline of Hispanic American Students from Segregated
and Integrated Schools

Segregated Schools

Integrated Schools

Zero

Zero

Discipline
Students (a)

Infractions

Discipline
Students (b)

Infractions

1

Yes

1

Yes

2

Yes

2

Yes

3

Yes

3

Yes

4

Yes

4

Yes

5

Yes

5

Yes

6

Yes

6

No

7

Yes

7

Yes

8

Yes

8

Yes

9

Yes

9

Yes

10

Yes

10

Yes

11

Yes

11

Yes

12

Yes

12

Yes

13

Yes

13

Yes

14

Yes

14

Yes
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Table 45 (Cont.)
Discipline of Hispanic American Students from Segregated
and Integrated Schools

Segregated Schools

Integrated Schools

Zero

Zero

Discipline

Discipline

Students (a)

Infractions

Students (b)

Infractions

15

Yes

15

Yes

16

Yes

16

Yes

17

Yes

17

Yes

18

Yes

18

Yes

19

Yes

19

Yes

20

Yes

20

Yes

(a)

Note: Numbers correspond with Table 3

(b)

Note: Numbers correspond with Table 4
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Table 46
Segregated Hispanic American Students Compared to
Integrated Hispanic American Students Discipline

Segregated
Discipline
Infractions

Zero
One or More
Total

N (%)

Integrated
N (%)

20 (100%)

19 (95%)

0 (0%)

1 (5%)

20 (100%)

20 (100%)

X1 (a)

0.00

(a) Note: Yates' correction for continuity was used because
of the number of cells with expected frequency less than 10
(Triola, 1992). X* not significant for Observed verses
Expected cell frequencies with df = 1 and tabled value =
6.64 for alpha level of .01.
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Table 47
Discipline of Caucasian Students from Segregated and
Integrated Schools

Segregated Schools

Integrated Schools
Zero

Zero

Discipline

Discipline
Students (a)

Infractions

Students (b)

Infractions

1

Yes

1

Yes

2

Yes

2

Yes

3

Yes

3

Yes

4

Yes

4

Yes

5

Yes

5

Yes

6

Yes

6

Yes

7

Yes

7

Yes

8

Yes

8

Yes

9

Yes

9

Yes

10

Yes

10

Yes

11

Yes

11

Yes

12

Yes

12

Yes

13

Yes

13

Yes

14

Yes

14

Yes
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Table 47 (Cont.)
Discipline of Caucasian Students from Segregated and
Integrated Schools

Segregated Schools

Integrated Schools

Zero

Zero

Discipline
Students (a)

Infractions

Discipline
Students (b)

Infractions

15

Yes

15

Yes

16

Yes

16

Yes

17

Yes

17

Yes

18

Yes

18

Yes

19

Yes

19

Yes

20

Yes

20

Yes

(a)

Note: Numbers correspond with Table 5

(b)

Note: Numbers correspond with Table 6
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Table 48
Segregated Caucasian Students Compared to Integrated
Caucasian Students Discipline

Segregated
Discipline
Infractions

Zero
One or More
Total

N (%)

Integrated
N (%)

20 (100%)

20 (100%)

0 (0%)

0 (0%)

20 (100%)

X2 (a)

20 (100%)

(a) Note: There were no students with more than zero
discipline infractions at segregated schools or integrated
schools. X* was not calculated. There was no difference in
the discipline of Caucasian students at segregated schools
compared to Caucasian students at integrated schools.
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CHAPTER FIVE
CONCLUSIONS AND DISCUSSION
The purpose of this study was to determine the
achievement and behavior of students attending racially
identifiable schools with same race high African American,
Hispanic American, and Caucasian enrollment compared to
students attending racially identifiable schools with same
race low African American, Hispanic American, and Caucasian
enrollment. The study analyzed achievement and behavioral
data of same race students who attended segregated schools
compared to the achievement and behavioral data of students
from integrated schools. The study focused on segregation
within each racial group and intentionally did not analyze
data across racial groups. All study achievement and
behavioral measures related to each of the dependent
variables, achievement and behavior, were retrospective,
archival and routinely collected school information.
Permission from the research school district and the
Institutional Review Board for the Protection of Human
Subjects was obtained before achievement and behavioral
data were collected and analyzed.
Conclusions
The following conclusions may be drawn from the study
of each of the sub-questions for Research Question #1.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

188
Research Question #la: Overall, test results indicated that
students' reading, language, and math California
Achievement Test (CAT) Normal Curve Equivalent (NCE) scores
were consistent for African American students attending
segregated schools. When converted to meaningful, derived
percentile rank, mean scores were observed within the
average range. Research Question #lb: Overall, test results
indicated that students' reading, language, and math
California Achievement Test (CAT) Normal Curve Equivalent
(NCE) scores were consistent for Hispanic American students
attending segregated schools. When converted to meaningful,
derived percentile rank, mean scores were observed within
the average range. Research Question #lc: Overall, test
results indicated that students' reading, language, and
math California Achievement Test (CAT) Normal Curve
Equivalent (NCE) scores were consistent for Caucasian
students attending segregated schools. When converted to
meaningful, derived percentile rank, mean scores were
observed within the average range, while language and math
scores were in the above average range.
The following conclusions may be drawn from the study
of each of the sub-questions for Research Question #2.
Research Question #2a: Overall, test results indicated that
students' reading, language, and math California
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Achievement Test (CAT) Normal Curve Equivalent (NCE) scores
were consistent for African American students attending
integrated schools. When converted to meaningful, derived
percentile rank, mean scores were observed within the
average range. Research Question #2h: Overall, test results
indicated that students' reading, language, and math
California Achievement Test (CAT) Normal Curve Equivalent
(NCE) scores were consistent for Hispanic American students
attending integrated schools. When converted to meaningful,
derived percentile rank, mean scores were observed within
the average range. Research Question #2ci Overall, test
results indicated that students' reading, language, and
math California Achievement Test (CAT) Normal Curve
Equivalent (NCE) scores were consistent for Caucasian
students attending integrated schools. When converted to
meaningful, derived percentile rank, mean scores were
observed within the above average range.
The following conclusions may be drawn from the study
of each of the sub-questions for Research Question #3.
Research Question #3a: Overall, there was no significant
difference in the CAT NCE mean reading test scores for
African American students attending segregated schools
compared to the CAT NCE mean reading test scores for
African American students attending integrated schools.
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Research Question #3b: Overall, there was no significant
difference in the CAT NCE mean language test scores for
African American students attending segregated schools
compared to the CAT NCE mean language test scores for
African American students attending integrated schools.
Research Question #3c: Overall, there was no significant
difference in the CAT NCE mean mathematics test scores for
African American students attending segregated schools
compared to the CAT NCE mean mathematics test scores for
African American students attending integrated schools.
The following conclusions may be drawn from the study
of each of the sub-questions for Research Question #4.
Research Question #4a: Overall, there was no significant
difference in the CAT NCE mean reading test scores for
Hispanic American students attending segregated schools
compared to the CAT NCE mean reading test scores for
Hispanic American students attending integrated schools.
Research Question #4b: Overall, there was no significant
difference in the CAT NCE mean language test scores for
Hispanic American students attending segregated schools
compared to the CAT NCE mean language test scores for
Hispanic American students attending integrated schools.
Research Question #4c: Overall, there was no significant
difference in the CAT NCE mean mathematics test scores for

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

191
Hispanic American students attending segregated schools
compared to the CAT NCE mean mathematics test scores for
Hispanic American students attending integrated schools.
The following conclusions may be drawn from the study
of each of the sub-questions for Research Question #5.
Research Question #5a: Overall, there was no significant
difference in the CAT NCE mean reading test scores for
Caucasian students attending segregated schools compared to
the CAT NCE mean reading test scores for Caucasian students
attending integrated schools. Research Question #5b:
Overall, there was no significant difference in the CAT NCE
mean language test scores for Caucasian students attending
segregated schools compared to the CAT NCE mean language
test scores for Caucasian students attending integrated
schools. Research Question #5c: Overall, there was no
significant difference in the CAT NCE mean mathematics test
scores for Caucasian students attending segregated schools
compared to the CAT NCE mean mathematics test scores for
Caucasian students attending integrated schools.
The following conclusions may be drawn from the study
of each of the sub-questions for Research Question #6.
Research Question #6a: Inspecting the frequencies and
percent findings, observed absences compared to less than
12 days or 12 or more days was not significantly
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statistically different for African American students
attending segregated schools compared to the observed
absences for African American students attending integrated
schools. Attendance was good for both groups, and the
number of students with less than 12 days absent was 90%
for both groups. Research Question #6bi Inspecting the
frequencies and percent findings, observed absences
compared to less than 12 days or 12 or more days was not
significantly statistically different for Hispanic American
students attending segregated schools compared to the
observed absences for Hispanic American students attending
integrated schools. Attendance was good for both groups,
and the number of students with less than 12 days absent
was 85% for both groups. Research Question #6c: Inspecting
the frequencies and percent findings, observed absences
compared to less than 12 days or 12 or more days was not
significantly statistically different for Caucasian
students attending segregated schools compared to the
observed absences for Caucasian students attending
integrated schools. Attendance was good for both groups,
and the number of students with less than 12 days absent
was 95% for the students attending segregated schools and
80% for students attending integrated schools.
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The following conclusions may be drawn from the study
of each of the sub-questions for Research Question #7.
Research Question #7a : Inspecting the frequencies and
percent findings, observed discipline infractions compared
to zero or more than zero was not significantly
statistically different for African American students
attending segregated schools compared to the observed
discipline infractions for African American students
attending integrated schools. Behavior as measured by
reported discipline infractions was good for African
American students from segregated schools and integrated
schools, and the number of students with zero reported
infractions was 65% for students from segregated schools
and 85% for students from integrated schools. Research
Question #7bi Inspecting the frequencies and percent
findings, observed discipline infractions compared to zero
or more than zero was not significantly statistically
different for Hispanic American students attending
segregated schools compared to the observed discipline
infractions for Hispanic American students attending
integrated schools. Behavior as measured by reported
discipline infractions was good for Hispanic American
students from segregated schools and integrated schools,
and the number of students with zero reported infractions
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was 100% for students from segregated schools and 95% for
students from integrated schools. Research Question #7c:
Inspecting the frequencies and percent findings, observed
discipline infractions compared to zero or more than zero
was not significantly statistically different for Caucasian
students attending segregated schools compared to the
observed discipline infractions for Caucasian students
attending integrated schools. Behavior as measured by
reported discipline infractions was good for Caucasian
students from segregated schools and integrated schools,
and the number of students with zero reported infractions
was 100% for students from segregated schools and 100% for
students from integrated schools.
Discussion
The data from this study indicates that the level of
racial isolation on a particular racial group may have
little impact on student achievement. The research
questions analyzed achievement and behavior of African
American, Hispanic American, and Caucasian students from
segregated educational settings and integrated educational
settings. For each of the groups there was no significant
difference in achievement or behavior regardless of the
level of racial isolation. How does this happen when racial
segregation is thought to have an adverse impact on
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minority and majority achievement because of racial and
social composition of the school (Rumberger & Willms,

1992)?
This study focused on the achievement and behavior
within particular racial groups and did not look at
achievement and behavior across racial lines. There
continues to be a gap in achievement between Caucasian
students and African and Hispanic American students
(Ogletree, 2004; Thernstrom & Thernstrom, 2003; Viadero,
2005). This study was not intended to minimize the
importance and the severity of the achievement gap that
exists between racial groups. The intent was to see if
racial isolation had an impact on a particular racial
group. The study found that students within each of these
racial groups included in this study had no difference in
achievement or behavior regardless of whether they were in
a segregated setting or an integrated setting. Factors that
may have contributed to this equipoise in achievement and
behavior within the racial groups identified include school
choice, equity of resources and facilities, and quality
teachers. This study seems to reaffirm Thomson (1996) in
his support of research that disputes findings that give
too much credit to the influence of race as a determinant
of achievement.
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The current student assignment plan used by the Omaha
Public Schools encourages choice. Parents may choose to
send their children to neighborhood schools or a variety of
other schools throughout the district. The decision to
select a school other than the neighborhood school may be
based on a number of factors. They may include the
availability of transportation, magnet program, after
school programs, racial diversity, or child-care issues.
The availability of a wide range of choices for parents and
their children may contribute to the lack of significant
difference in student performance within each racial group
studied. There is evidence to suggest that choice can make
a difference, "...desegregation can yield certain academic
benefits if it is voluntary" (Armor, 1995, p. 231). When
families make a deliberate choice they have often committed
themselves to supporting the academic program at the school
(Thernstrom & Thernstrom, 2003).
A possible second factor contributing to the lack of
significant differences from segregated settings to
integrated settings may be the availability and
distribution of resources. Omaha Public Schools continues
to fight for increased state funding to meet the needs of
the students in the district. This is evident in the
attempts of the Omaha Public Schools to join others in
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challenging the state's school funding system. Nebraska
Coalition for Educational Equity and Adequacy v. Johanns
(2005) was an filed to challenge the constitutionality of
how the state funds public education. Although the case was
dismissed on the grounds that the claims were nonjusticiable political questions, the district continues to
speak out about the adequacy and equity of education
funding in Nebraska.
Even though the Omaha Public Schools continually seek
to address the funding of public education in Nebraska, the
Omaha Public Schools may be unlike other large urban
districts that are routinely funded at a lower rate than
the surrounding suburban districts. Anyon (1997) found that
despite a greater need, 79% of the large city districts
studied by the Council of Great City Schools are funded at
a lower rate than are suburban schools. And even though per
pupil spending has increased overall, the discrepancies
between urban districts and suburban districts has not
changed (Kozol, 2005). In Douglas County, Nebraska, there
are seven school districts that had an average per pupil
expenditure of $8,555.37 based on average daily membership
for the 2005-2006 school year. Omaha Public Schools spent
$8,466.74 per pupil during that year. The expenditure was
less than the county average and the Omaha Public Schools
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has more students with special needs, living in poverty,
and learning to speak English. But this does not reflect
the discrepancies described by Kozol (2005).
The Omaha Public Schools also differ from other urban
districts in its facilities. The Omaha Public Schools' 1999
Facilities Bond Program, with a contract budget of
$262,685,588, was responsible for building new schools and
renovating other facilities throughout the district (Omaha
Public Schools, 2005b). Regardless of where parents choose
to send their children to school, they can be assured of
high quality, modern and safe facilities. Students are not
subject to substandard conditions and do not lack the bare
essentials required for quality educational programs which
were often present prior to school desegregation and
similar to the conditions outlined in Williams v.
California (1963).
The third condition that may have influenced the
results observed in this study is related to teacher
quality. The likelihood that students have inexperienced,
uncertified, and out-of field teachers increases with the
more improvised and racially isolated the school (Lee,
2004). Wherever they attend school, highly qualified
teachers teach students in the Omaha Public Schools.
Evidence suggests that teacher quality and instructional
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resources affect student achievement (Darling-Hammond,
2000; Hedges, Laine, & Greenwald, 1994). Nebraska state
accreditation requires at least 80% of the secondary
teachers be endorsed in the subject they teach. The
percentage of classes taught by teachers endorsed in that
subject in the Omaha Public Schools is 94.6%, slightly
higher than the state average (Nebraska Department of
Education, 2005).
This study analyzed achievement and behavior data
only. Racial isolation may have an effect on more than just
achievement and behavior during the school year in which
the racial isolation occurred.

"When the Supreme Court

decided the Brown decision that began the desegregation
revolution, it emphasized the psychological harm of
segregation and said nothing about specific about the
educational gains connected with desegregation"

(Orfiels &

Lee, 2006, p. 4). Determining whether increased racial
isolation influences conditions other than achievement and
school related behavior should be studied. This analysis
needs to focus on the results of the educational program
that are found in future employment and housing practices,
involvement in the community at large, and attitudes about
living in an ever increasing diverse society. Nieto (2005)
argues that for the past two decades, schools have been the
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front line of the battle for equality and social justice.
This battle transcends achievement and behavior of students
in a district that promotes and encourages diversity while
appreciating the value of personal choice, a district that
consistantly fights for financial equity and adequacy while
making the best use of available resources, and a district
that settles for nothing less than highly qualified
teachers and administrators.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

201
REFERENCES
Anyon, J. (1997). Ghetto schooling: A political economy of

urban educational reform. New York: Teachers College
Press.
Anyon, J. (2005). Radical possibilities: Public policy,

urban education, and a new social movement. New York:
Taylor and Francis Group.
Armor, D. J.

(1980). White flight and the future of school

desegregation.

In W. G. Stephen & J. R. Feagin (Eds.),

School desegregation: Past, present, and future, (pp.
187-229). New York: Plenum Press.
Armor, D. J. (1995).Forced justice: School desegregation
and the law. New York: Oxford University Press.
Best, J. W., & Kahn, J.V. (2006). Research in education
(10th ed.). Boston: Pearson Education.
Black, S. (2004). Unfinished business: The persistence of
racial inequality in the nation's classrooms. American
School Board Journal, 191(A), 66-69.
Board of Education of Oklahoma City v. Dowell, 498 U.S. 237
(1991).
Bolling v. Sharpe, 347 U.S. 497 (1954).

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

202
Bourne, P. J. (2006). Panelist bios & statements for the
briefing on deliberate creation of racially
identifiable school districts.

Briefing of the U.S.

Commission on Civil Rights, Omaha, NE, September 8,
2006.
Bowman, K. L. (2001). The new face of school desegregation.
Duke Law Review, 50(6), 1751-1808.
Boyle, P. (2004). Brown and the dream deferred. American
School Board Journal, 191(4), 52-55.
Braddock, J. H. (1980). The perpetuation of segregation
across levels of education: A behavioral assessment of
the contact-hypothesis. Sociology of Education, 53,
178-186.
Briggs V. Elliott, 342 U.S. 350 (1952).
Brown, R. L. (2004). A commentary: Calming Brown's critics,
still queasy after all these years. Peabody Journal of
Education, 79(2), 33-40.
Brown v. Board of Education, 347 U.S. 483 (1954).
Carr, L. G. (1990). Resegregation: The Norfolk case. Urban
Education, 24(4), 404-413.
Chambers, E. (2006). Plan for Omaha schools raises
segregation concerns. Online News Hour. Retrieved
December 7, 2006, from http://www.pbs.
org/newshour/bb/education/jan-juneO6/Omaha_05-31.html

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

203
Coleman, J. S., Campbell, E. Q., Hobson, C. J., McPartland,
J., Mood, A. M., Weinfeld, F. D., et al. (1966).
Equality of educational opportunity. Washington DC:
U.S. Government Printing Office.
Coleman, J. S. (1972a). Coleman on the Coleman report.
Educational Researcher, 1(3), 13-14.
Coleman J. S. (1972b). The evaluation of Equality of
Educational Opportunity. In F. Mosteller & D. P.
Moynihan (Eds.), On equality of educational
opportunity, (pp. 146-167). New York: Random House.
Clotfelter, C. T. (2004). Private schools, segregation, and
the southern states. Peobody Journal of Education,
79(2), 74-97.
Contreras, A. R., & Valverde, L. A. (1994). The impact of
Brown on the education of Latinos. The Journal of
Negro Education, 63(3), 470-481.
Darden, E. (2003). The race challenge. American School
Board Journal, 190(12), 34-38.
Datnow, A., & Hubbard, L. (2005). School choice in the
foreground, gender equity in the background. In J.
Petrovich, & A. S. Wells (Eds.) Bringing equity back:
Research for a new era in American educational policy
(pp. 195-218). New York: Teachers College Press.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

204
Davis v. County School Board, 103 F. Supp. 1078 (E.D. Vir.
1952).
Dillon, N. (2005). The loss of diversity: Changing
demographic patterns in many cities result in racial
isolation. American School Board Journal, 192(12), 3438.
Deutsch, M., Katz, I., & Jensen, A. R. (1968). Social
class, race, and psychological development. New York:
Holt, Rinehart, and Winston.
Evans, R. (2005). Reframing the achievement gap. Phi Delta
Kappan, 86(8), 582-589.
Feagin J. R. (1980). School desegregation: A politicaleconomic perspective. In W. G. Stephen & J. R. Feagin
(Eds.), School desegregation: Past, present, and
future (pp. 25-50). New York: Plenum Press.
Fox, D. J. (1969). The research process in education. New
York: Holt, Rinehart, and Winston, Inc.
Frankenberg, E., & Lee, C. (2002). Race in American public
schools: Rapidly resegregating school districts. The
Civil Rights Project, Harvard University. Retrieved
October 9, 2006, from http://www.law.edu/civilrights

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

205
Frankenberg, E., Lee, C., & Orfield, G. (2003). A
multiracial society with segregated schools: Are we
losing the dream? The Civil Rights Project, Harvard
University. Retrieved October 9, 2006, from
http://www.eric.ed.gov/ERICDocs/data/ericdocs2/content
_storage_01/0000000b/80/28/ll/bl.pdf
Freeman v. Pitts, 498 U.S. 1081 (1992).
Gall, M. D., Gall, J. P, & Borg, W. R. (2003). Educational
research: An introduction (7th ed.). Boston: Allyn and
Bacon.
Gebhart v. Belton, 33 Del. Ch 144, 87 A. 2d 862 (Del. Ch.
1952).
Glenn, W. J. (2006). Separate but not yet equal: The
relation between school finance adequacy litigation
and African American student achievement. Peabody

Journal of Education, 81(3). 63-93.
Gooden, M. A. (2004). A history of black achievement as
impacted

by federal court decisions in the last

century. The Journal of Negro Education, 73(3), 230238.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

206

Gouveia, L., Powell, M. A., & Camargo, E. (2005). Education
achievement and the successful integration of Latinos
in Nebraska: A statistical profile to inform policies
and programs. OLLAS Special Report No. 1. Report
Prepared for the Mexican American Commission. Omaha,
NE: Office of Latino/Latin American Studies (OLLAS) at
the University of Nebraska at Omaha.
Gravetter, F. J., & Wallnau, L. B. (2004). Statistics for
the behavioral sciences. Belmont, CA:
Wadsworth/Thompson Learning.
Green v. County School Board of New Kent County, Va., 391
U.S. 430, 88 S. Ct. 1689, 20 L. Ed. 2d 716 (1968).
Guthrie, J. W., & Springer, M. G. (2004). Returning to
square one: From Plessy to Brown and back to Plessy.
Peabody Journal of Education, 79(2), 5-32.
Guzman, B. (2001). The Hispanic population: Census 2000
brief. (U.S. Census Bureau Brief G2KBR/01-3).
Washington, DC: U.S. Department of Commerce. Retrieved
November 6, 2006, from www.census.gov/
prod/2001pubs/c2kbr01-3.pdf.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

207
Hanushek, E. A., & Kain, J. F. (1972). On the value of
Equality of Educational Opportunity as a guide to
policy. In F. Mosteller & D. P. Moynihan (Eds.), On
equality of educational opportunity (pp. 116-145). New
York: Random House.
Jencks, C., & Phillips, M. (Eds.). (1998). The black-white
test score gap. Washington, DC: The Brookings
Institution.
Keyes v. School District No. 1, Denver, Colo., 413 U.S. 189
(1973).
Kozol, J. (1995). Amazing grace: The lives of children and
the conscience of a nation. New York: Crown
Publishers.
Kozol, J. (2005a). The shame of the nation: The restoration
of apartheid schooling in America. New York: Crown
Publishers.
Kozol, J. (2005b). Confections of apartheid: A stick-andcarrot pedagogy for the children of our inner-city
poor. Phi Delta Kappan, 87(A), 265-275.
Larson, L. L., & Ovando, C. J. (2001). The color of
bureaucracy: The politics of equity in multicultural
school communities. Belmont, California:
Wadsworth/Thomson Learning.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

208
Legislative Bill 1024, Legislature of Nebraska, NinetyNinth Legislature, Second Session. (2006).
Lee, J. (2004). Multiple facets of inequity in racial and
ethnic achievement gaps. Peabody Journal of Education,
79(2), 51-73.
Mendez v. Westminster, 64 F.Supp. 544 (D.C. Cal. 1946),
aff'd, 161 F.2d 774 (9th Cir. 1947).
Meredith v. Jefferson County Board of Education, (05-915,
2006).
Mickelson, R. A. (2005). How tracking undermines race
equity in desegregated schools. In J. Petrovich & A.
S. Wells (Eds.) Bringing equity back: Research for a
new era in American educational policy (pp. 49-76).
New York: Teachers College Press.

Missouri v. Jenkins, 515 U.S. 70 (1995).
Moll, L. C., & Ruiz, R. (2002). The schooling of Latino
children. In M. M. Suarez-Orozco & M. M. Paez (Eds.)
Latinos: Remaking America (pp. 362-374). Berkeley, CA:
University of California Press.
Murphy, L. L., Plake, B. S., Impara, J. C., & Spies, R.
A.(Eds.). (2002). Tests in print VI: An index to
tests, reviews, and literature on specific tests.
Buros Institute of Mental Measurements. The University
of Nebraska, Lincoln: University of Nebraska Press.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

209
Nebraska Coalition for Educational Equity and Adequacy v.
Johannns, No. 04-3346 (Neb. Sup.Ct. Oct. 5, 2005).
Nebraska Department of Education. (2005). 2005-2006 State
of the schools report: A report on Nebraska Public
Schools. Retrieved December 7, 2006, from
http://reportcard.ned.state.ne.us/Page/SDEndorsements.
aspx?Level=id&CountyID=28&DistrictID=0001&SchoolID=&Ki
ndOfSchool+HS&Unified=0&HasKindergarten=l&Operating=l
Nebraska Department of Education. (2006). Cost per pupil by
average daily attendance (ADA) and by average daily
membership (ADM) form the 2005/06 annual financial
report. Retrieved April 19, 2007, from http://ess.nde.
State.ne.us/SchoolFinance/AFR/Downloads/0506/PPC0506.
pdf
Nieto, S. (2005). Public education in the twentieth century
and beyond: High hopes, broken promises, and uncertain
future. Harvard Educational Review , 75(1). Retrieved
January 23, 2007, from http://www.edreview.
org/harvard05/2005/sp05/p05nieto.htm
Ogletree, C. (2004). All deliberate speed: Reflections on
the first half century of Brown v. Board of Education.

New York: W. W. Norton & Company.
Omaha Public Schools. (1991). Statistical and financial
facts 1990-1991. Omaha, NE: Author.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

210
Omaha Public Schools. (1997). A study of desegregation
plan. Omaha, NE: Author.

Omaha Public Schools. (1998). Desegregation task force
recommendations to the superintendent. Omaha, NE:

Author.
Omaha Public Schools. (2001). Statistical and financial
facts 2000-2001. Omaha, NE: Author.
Omaha Public Schools. (2004). Statistical and financial
facts 2003-2004. Omaha, NE: Author.
Omaha Public Schools. (2005a). Official fall 2005
membership data. Retrieved November 26, 2006, from
http://www.ops.org/research/Membership%20Bd%20Lt%2005%
20Revised.pdf
Omaha Public Schools. (2005b). Omaha Public Schools 1999
bond program: Executive summary of bond program.
Retrieved November 29, 2006, from http://www.ops.
org/bonds/Executive.html.
Orfield, G. (1997). Does desegregation help close the gap?
(Testimony of Gary Orfield, March 22, 1996). Journal
of Negro Education, 66(3), 241-254.
Orfield, G., & Eaton, S. E. (1996). Dismantling
desegregation: The quiet reversal of Brown v. Board of
Education. New York: The New Press.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

211
Orfield, G. & Lee, C. (2006). Racial transformation

and

the changing nature of segregation. Cambrige, MA: The

Civil Rights Project at Harvard University.
Parents Involved in Community Schools v. Seattle School
District No. 1, No. 01-35450 (9th Cir. July 27, 2004).
Plessy v. Ferguson, 163 U.S. 537 (1896).
Preacher, K. J. (2001, April). Calculation for the chisquare test: An interactive calculation tool for chisquare tests of goodness of fit and independence
[Computer software ] . Available from http://www_;_
quantpsy.org.

Raffel, J. A. (1998). Historical dictionary of school
segregation and desegregation: The American
experience. Westport, Connecticut: Greenwood Press.

Ravitch, D. (1983). The troubled crusade: American
education 1945-1980. New York: Basic Books, Inc.
Rothstein, R.

(2004). Class and schools: Using social,

economic, and educational reform to close the blackwhite achievement gap. Washington, DC: Economic Policy
Institute.
Rumberger, R. W . , & Willms, J. D. (1992). The impact of

racial and ethnic segregation on the achievement gap
in California high schools. Educational Evaluation and
Policy Analysis 14(4), 377-396.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

212
Rusk, D., & Mosley, J. (1994). The academic performance of
public housing children: Does living in middle class
neighborhoods and attending middle class schools make
a difference? The Urban Institute, Washington D. C.
Russo, C. (2004). One step forward, half a step backward?
The Journal of Negro Education, 1(3), 174-181.
Saunders, M. (2006, April 19). NAACP and Urban League
oppose LB1024. Omaha World-Herald. Retrieved October
2, 2006, from http://www.onaha.cpm/toolbox/story
tprinter.php?u_id=2154154&u_brow=ie&u_ver=6
Slavin R. E. (2007). Educational research in an age of
accountability. Boston: Allyn and Bacon.
Swann v. Charlotte-Mecklinburg Board of Education, 402 U.S.
1 (1971).
Thernstrom, S., & Therstrom, A. (1997). America in black
and white: One nation indivisible. New York: Simon &
Schuster.
Thernstrom, S., & Therstrom, A. (2003). No excuses: Closing
the racial gap in learning. New York: Simon &
Schuster.

Thompson, F. T. (1996). Relationships between selected
environmental characteristics, neighborhood type, and
school achievement. (Doctoral dissertation, University
of Nebraska at Omaha, 1996).

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

213
Triola, M. F. (1992). Elementary statistics (5th ed.).
Reading, MA: Addison-Wesley Publishing Company.
Trotter A. (2006). Target demographics. Education Week,
Published October 4, 2006. Retrieved December 6, 2006,
from http://www.edweek.org/ew/articles/2006/12/04/
06raceseattle.h26.html?qs=racial+diversity&print=l
Tuckman, B. W. (1999). Conducting educational research (5th
ed.). Belmont, CA: Wadsworth Group.
U.S. Census Bureau. (2000). The Hispanic population: Census
2000 brief. U.S. Department of Commerce, Economic and
Statistics Administration. Retrieved November 29,
2006, from http://www.census.gov/prod/2001pubs
c2kbr01-3.pdf
U.S. Department of Education (2005). Institute of Education
Sciences, National Center for Education Statistics,
National Assessment of Educational Progress (NAEP),
2005 Reading Assessment. Retrieved September 25, 2006,
http://nces.ed.gov/nationsreportcard/nrc/reading_math_
2005/s0002.asp?printver=
Wells, A. S., & Crain, R. L. (1994). Perpetuation theory
and the long-term effects of school desegregation.
Review of Educational Research, 64(3), 531-555.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

214
Weiner, K. G., & Oakes, J. (2005). Mandates still matter:
Examininig a key policy tool for promoting successful
equity-minded reform. In J. Petrovich, & A. S. Wells
(Eds.), Bringing equity back: Research for a new era
in American educational policy (pp. 77-102). New York:
Teachers College Press.
Williams v. California, 372 U.S. 713 (1963).
Wraga, W. G. (2006). The heightened significance of Brown
v. Board of Education in our time. Phi Delta Kappan,
87(6), 425-428.
Wollenberg, C. (1976). All deliberate speed: Segregation
and exclusion in California schools, 1855-1975.
Berkeley: University of California Press.

Wong, K. K., & Nicotera, A. C., (2004). Brown v. Board of
Education and the Coleman report: Social science
research and the debate on educational equity. Peabody
Journal of Education 79(2), 122-135.
Yudof, M. G. (1980). Nondiscrimination and beyond: The
search for principle in Supreme Court desegregation
decisions. In W. G. Stephen & J. R. Feagin (Eds.),
School desegregation: Past, present, and future, (pp.
187-229). New York: Plenum Press.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

215
Zeller, R. A. (1990). Reexamination of resegregation: Did
Carr show that busing does not cause white flight?
Urban Education 25(1), 219-221.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

APPENDIX A: School District Letter Authorizing Research

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

OAMt

A
'P (/8 U C

DIVISION OF RESEARCH

'SC HO OLS

3215 CUMING STREET bMAHArNEBRASKA68131-208d''(402j'557-2120 FAX: (402) 557-2049

March 13,2007
Peter Smith
Kayser Hall 414
University ofNebraska atOmaha
Omaha, NE 68182
Re: The Effects ofIncreased Racial Isolation on 5m Grade Students’Achievement and Behavior
Dear Peter:
The Research Review Committee has reviewed your research proposal that involves the collection ofdata
from students, teachers, and administrators through processes such as the examination and/or collection of
information from filesor records, directobservation, focus groups, or individual interviews.
We believe your study has merit and permission isgranted foryou to proceed under the following
conditions:
>
>

Inthe reporting ofthe data, neither students nor schools will be personally identifiable.
You willbe willingto share resultsofyour study with OPS.

The Omaha Public Schools will provide:
Reading, Language, and Mathematics achievement from the California Achievement Test results.
Attendance and discipline information.
Thank you foryour interestand support inmeeting the needs ofour students.
Best wishes.
Sincerely,

Deeann Goeser
Instructional Research Administrator
DG/jt

27068

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

218
APPENDIX B: Institutional Review Board for the Protection
Human Subjects Study Approval Letter

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

U N IV E R S IT Y ! OF

Medical Center
Institutional Review Board (IRB)
Office of Regulatory Affairs (ORA)

NEBRASKA'S HEALTH SCIENCE CENTER

March 14, 2007

Peter Smith
Educational Administration & Supervision
Kayser Hall 414
IRB#: 116-07-EX
TITLE OF PROTOCOL: The Effects of Increased Racial Isolation on 5th Grade
Students’ Achievement and Behavior
Dear Mr. Smith:
The IRB has reviewed your Exemption Form for Exempt Educational, Behavioral, and
Social Science Research on the above-titled research project. According to the
information provided, this project is exempt under 45 CFR 46:101b, categories 1 & 4 .
You are therefore authorized to begin the research.
It is understood this project will be conducted in full accordance with all applicable
sections of the IRB Guidelines. It is also understood that the IRB will be immediately
notified of any proposed changes that may affect the exempt status of your research
project.
Please be advised that the IRB has a maximum protocol a p p ro val period o f S years
from the original date of approval and release. If this study continues beyond the five
year approval period, the project must be resubmitted in order to maintain an active
approval status.
Sincerely,

fW dics,

Ikbl&iiK

Ernest D. Prentice, Ph.D.
Co-Chair, IRB
EDP/gdk

Academ ic and Research Services Building 3 0 0 0 /
4 0 2 -5 5 9 -6 4 6 3 /

FAX: 4 0 2 -5 5 9 -3 3 0 0 /

9 8 7 8 3 0 Nebraska M edical C enter / O m aha, NE 6 8 1 9 8 -7 8 3 0
Email: irbora@unmc.edu /

http://w w w .unm c.edu/irb

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

